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Abstract 
The study presented in this dissertation focusses on the analysis of novices' 
trajectories in learning genres oftheir profession, engineering. The goals of the studyare: 
(a) to refine the CUITent understanding ofwhat constitutes professional genre knowledge 
and ofhow novices learn and use genres ofprofessional communication, and (b) to test 
the effectiveness of the suggested pedagogy for an Engineering Communication course. 
This qualitative longitudinal exploration inc1udes ten case studies that span eight years 
and trace the participants' trajectories through the university and workplaces. l use a 
combination ofthree theoretical perspectives--Rhetorical Genre Studies, Activity Theory, 
and situated learning--as a lens for the analysis of novices' learning trajectories on their 
way to becoming professional communicators. The study demonstrates that in addition to 
the knowledge of genre conventions and understanding of an audience's expectations, 
genre knowledge is a result of a summative effect of such ingredients accumulated from 
different sources at different time periods as (a) cultural capital, (b) domain content 
expertise, (c) the novice's understanding of the improvisational qualities of genre, (d) 
agency, as reflected in the novice's ability to both seize and create kairotic moments in 
the chronological flux of time and enact genres in the ways that are recognizable by the 
community ofpractice, (e) formaI education, (f) workplace experiences, and (g) private 
intention. The study indicates that the ingredients of genre knowledge accumulated in one 
context may be used in another, that is, that rhetorical strategy may be portable, thus 
allowing novices to adapt genres learned elsewhere to a new rhetorical situation. The 
study also shows that communication practices can be successfully taught outside of local 
contexts, for example, in the academic c1assroom. In addition l draw pedagogical 
implications ofthe inquiry for the communication c1assroom; for example, that 
communication instructors need to extend their pedagogies beyond teaching genre 
conventions and audience awareness and provide c1assroom contexts that would allow 
students to develop the understanding of genre as allowing for flexibility and educated 
intervention. The study also shows that the timing of the offering of domain-specific 
communication courses is crucial for the students to be able to develop the sense of 
connections among communication courses, subject matter courses, and professional 
practice. 
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Résumé 
Cette étude doctorale analyse les trajectoires d'apprentissage que suivent les 
novices confrontés aux genres de communication de leur nouvelle profession, le génie. 
L'étude visait à (a) raffiner la compréhension actuelle de ce en quoi consistent les savoirs 
et savoir-faire liés à la maîtrise des genres professionnels et de la façon dont ces savoirs 
et savoir-faire sont développés et mobilisés par les novices; (b) de tester l'efficacité d'une 
approche pédagogique proposée pour un cours de communication en génie. Cette 
recherche qualitative, exploratoire et longitudinale comprend dix études de cas, menées 
sur une durée de huit ans, retraçant les trajectoires des participants de l'université au 
monde du travail, alors qu'ils sont en passe de devenir des communicateurs 
professionnels. Ces trajectoires sont examinées à la loupe de trois perspectives 
théoriques: la rhétorique des genres, la théorie de l'activité et l'apprentissage situé. 
L'étude montre que, outre la connaissance des conventions propres à chaque genre et la 
compréhension des attentes du lectorat, les savoirs et savoir-faire liés à la maîtrise des 
genres résultent des effets combinés de plusieurs éléments, provenant de diverses sources 
et accumulés au fil du temps, tels que (a) le capital culturel; (b) les savoirs spécifiques au 
domaine; (c) la formation universitaire reçue; (d) les expériences en milieu de travail; (e) 
les intentions de l'individu; (f) la compréhension que les novices ont des possibilités 
d'improvisation offertes par les genres; (g) le pouvoir d'intervention résidant dans la 
capacité du novice à saisir et à créer des moments kairotiques dans le flux chronologique 
de l'action tout en mettant en œuvre des genres qui soient reconnaissables par la 
communauté de pratique. Les résultats suggèrent que les savoirs et savoir-faire liés à la 
maîtrise des genres qui ont été acquis dans un contexte peuvent être mobilisés dans un 
autre contexte; autrement dit, les stratégies rhétoriques seraient transférables et 
adaptables à de nouvelles situations de communication. De plus, les pratiques de 
communication pourraient être enseignées avec succès hors de leurs contextes indigènes, 
notamment en salle de classe. Parmi les retombées pédagogiques abordées, il est proposé 
que les enseignants des cours de communication, en plus de sensibiliser les apprenants 
aux conventions propres à chaque genre et à l'importance de l'auditoire, créent un 
contexte éducatif permettant aux étudiants de développer et de mobiliser leur 
connaissance des genres avec flexibilité et pour faire des choix informés. Enfin, l'étude 
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souligne l'importance de planifier les cours de communication spécifiques à des 
domaines d'activité au moment le plus adapté de façon à faciliter les liens à établir entre 
les cours de communication, les enseignements disciplinaires et la pratique 
professionnelle. 
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CHAPTER 1. INTRODUCTION: ON THE WAY TO THE STUDY OF GENRE 
LEARNING 
... acting as teacher, she learns. 
(Eco, 2000, p. 440) 
Recent research into the university-to-workplace transition (e.g., Anson & 
Forsberg, 1990/2003; Dias, Freedman, Medway, & Paré, 1999; Dias & Paré, 2000; 
Freedman & Adam, 2000b; MacKinnon, 1993/2003; Winsor, 1996) has revealed that 
novices typically go through a fairly slow process of organizational acculturation before 
they acquire and can successfully use workplace genres. Observations made in such 
studies also demonstrate that the types of communication that university students are 
involved in at school and in the workplace are often ''worlds apart" (Dias et al., 1999). In 
other words, these studies are c1early suspicious of the efficacy oftraditional classroom-
based professional communication education that often fails to prepare students for the 
world ofwork (e.g., Freedman & Adam, 2000b; Freedman, Adam & Smart, 1994). The 
observations that 1 report on in this dissertation provide evidence that under certain 
conditions, c1assroom instruction can, in fact, have a markedly positive effect on students' 
learning of genres of professional communication. 
One ofthe central questions raised by Dias at al. (1999) is "Where does genre 
knowledge come from?" Lemke (2004) raises a complementary question, trying to 
make sense of things and cumulate our understandings as we move from one 
setting to another, one attentional space to another, one activity to another. We 
don't know much about how we overcome the differences between settings and 
setting-specific activities by creating trajectories and traversaIs ofintegration 
across settings and activities. (n. p.) 
By seeking preliminary answers to these questions, my study attempts to further advance 
the work completed in previous research on the university-to-workplace transition. It 
examines effects ofvarious communication experiences on (a) novices' trajectories as 
they are learning genres of their profession and (b) their changing perceptions of 
communication within the profession. My doctoral study focusses on the academic 
11 
discipline and professional practice of engineering. 1 The primary goal of this study is to 
refine the CUITent understanding ofhow novices perceive, learn, and use genres of 
professional communication and what constitutes professional genre knowledge. The 
secondary goal ofthis research is to aid educators in devising new pedagogies for the 
courses that teach communication for disciplines and professions. 
In this chapter 1 briefly introduce the conceptual framework of the study,2 discuss 
the need for engineering communication education and the rationale and historie al 
development of my doctoral study, and provide a roadmap for the dissertation. 
Before venturing into the details of the study, 1 would like to introduce sorne key 
tenns. First, one of the key tenns in this research is learning trajectories borrowed from 
Etienne Wenger's (1998) work on communities ofpractice. He explains the tenn by 
saying that ''we define who we are by where we have been and where we are going" (p. 
149) and further unpacks it by noting that 
in using the term 'trajectory' 1 do not want to imply a fixed course or a fixed 
destination. To me, the term trajectory suggests not a path that can be foreseen or 
charted but a continuous motion--one that has a momentum of its own in addition 
to a field of influence. It has a coherence through time that connects the past, the 
present, and the future. (p. 154) 
Hence, the tenn trajectory does not presuppose predictable directionality to learning. 
Second, in this study, 1 distinguish between discipline-specifie and domain-
specifie communication: while, in my understanding, the term discipline-specifie 
communication predominantly relates to communication in the academic context, the 
tenn domain-specifie communication, which 1 propose to use, encompasses 
communication within both an academic discipline as weIl as the corresponding 
profession. 
Third, the term practice used in this dissertation reflects what Wenger (1998) 
characterizes as "doing, but not just doing in and of itself. It is doing in a historie al and 
social context that gives structure and meaning to what we do. In this sense, practice is 
1 For the purposes ofthis study, 1 do not distinguish among multiple academic and professional streams of 
engineering and hereafter refer to the discipline and profession as "engineering." 1 fully acknowledge that 
streams of engineering are divergent and their communication practices may differ. However, the study of 
these differences is beyond the scope of my dissertation. 
2 The details of the theoretical framework of the study are discussed in chapter 2. 
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always social practice" (p. 47). The nature ofthis study is historical in the Vygotskian 
sense; that is, it describes the novice's views of engineering communication and their 
mastery of genres in "the process of change" (Vygotsky, 1978, p. 64). 
The key theoretical constructs of the study are provided by 
(a) rhetorical genre studies (RGS)3 (Bakhtin, 1986; Freedman, 2001; Freedman & 
Medway, 1994a, c; Miller, 1984/1994a), 
(b) activity theory (AT) (Engestrom, 1987; Leont'ev, 1981; Russell, 1997a, 
1997b; Wertsch, 1991), 
(c) the situated leaming perspective (Freedman & Adam, 1996; Lave & Wenger, 
1991; Rogoff, 1990), and 
(d) social theories ofpractice (Bourdieu, 1972; Lave & Wenger, 1991; Wenger, 
1998b), 
all ofwhich are discussed in detail in chapter 2. 
The Need for Engineering Communication Education 
For over two decades, American and Canadian researchers in the area of 
engineering communication have been collecting data that reveal the range of skills4 that 
graduates need to be able to demonstrate in order to become successful in the workplace. 
For example, in their report on the survey ofmechanical engineering workplaces and 
academic programs in Canada, Peter Frise, NSERClDaimler-Chrysler Canada Industrial 
Research Chair in Mechanical Design, and ms co-authors (Frise, Sirizotti, Gaspar, & 
Reader, 2002) observed that professional communication skills, both written and oral, 
had been indicated by industry as most desirable for engineering graduates. Studies 
sponsored by the Canadian Council ofProfessional Engineers (CCPE) also indicate the 
importance ofnon-technical skills for recent engineering graduates (e.g., Bailey, 2004). 
As well, Darling and Dannels's (2003), Kreth's (2000), and Sageev and Romanowsky's 
3 The term "Rhetorical Genre Studies" was coined by Aviva Freedman (2001). More traditionally, this area 
ofresearch is called North American genre theory or the new-rhetorical genre theory (e. g., Freedman & 
Medway, 1994a, 1994c). 
41 use the word "skills" only in those parts ofthis dissertation where 1 cite somebody else's work and/or 
responses (predominantly, the work and/or responses of engineering practitioners and/or students). Because 
the term "skills" often tends to be interpreted as referring to a set of "tools" that can be accessed on 
command, 1 generally avoid the use of this term. 
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(2001) surveys ofrecent engineering graduates and practicing engineers demonstrated 
that novice engineers need to be prepared to write often and well and engage in oral 
communication in order to succeed on the job. 
Frise et al. (2002) noted that the technical background of Canadian mechanical 
engineering graduates "was not felt to be in doubt" (p. 8) by industry representatives. 
However, the views of industry and academia on what Frise et al. call complementary 
skills, or what is more traditionally called "soft skills," significantly differed. While 
"industry favoured communications and teamwork skills as the major factors in a 
successful engineering career," universities "placed a much higher value on analytical 
prowess and mathematical problem solving ability in graduates" (Frise et al., 2002, p. 3). 
The results of the survey conducted by Frise et al. "suggest that a gulfthat has grown 
between the academic world and engineers in the field has contributed to producing 
students armed with workplace skills that fall short in key areas" (Sheikh, 2004, p. 13). 
Realizing that there is "a pressing need for a more holistic approach toward 
educating professionals" (Belford, 2003), sorne American and Canadian universities have 
recently started to introduce different types of communication instruction designed 
specifically for engineering students and integrated into the engineering curriculum.5 
Following this trend, approximately ten years ago the Canadian Engineering 
Accreditation Board (CEAB) reviewed the engineering program at Carleton University,6 
and proposed, among other recommendations, the introduction of a communication 
course as part of the undergraduate engineering curriculum.7 
In 1997, after this recommendation had been provided, 1 was hired to design a 
communication course for engineering students. My background suited this task because 
1 had an equivalent of the Master in Engineering degree conferred in the former USSR 
(Russia) and seven years of experience working as an engineer and, later, as a junior 
5 See, for example, the surveys published by Ford and Riley (2003); Kreth (2000), Reave (2004), a review 
of engineering programs by Hawthorne (2005), and a review of approaches to teaching engineering 
communications by Youra (1999). 
6 Carleton University has a large Faculty of Engineering and Design. 
7 Prior to this program review, the only communication component included in the Engineering Program 
was a Summer Engineering Project, that involved only a few classroom contact hours and was conducted in 
the Summer term through consultations with the University Writing Centre Teaching Assistants via faxed 
drafts and faxed feedback (for a detailed discussion of the Summer Engineering Project, please see 
Freedman and Artemeva, 1998). 
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researcher at a metallurgical research institute in Russia. Upon my arrivaI in Canada in 
1992, 1 spent a year at the Engineering Faculty at Carleton University, combining 
graduate studies with work as a teaching and research assistant. In addition, 1 later 
received an M.A. in Applied Language Studies (ALS) with a focus on teaching 
engineering communication. 
The combination of my Engineering and ALS background infonned the design of 
the Engineering Communication course (ECC), which 1 based on the view of writing as a 
way of learning and knowing shaped fundamentally by its sociocultural context. When 
confronted with the task of the educational design for the ECC, 1 relied on the view of 
discipline-specifie writing as a means of teaching domain-specifie communication that 
could allow educators to engage students in activities, which require that communication 
be used to solve real domain-specifie problems (cf. Dias et al., 1999, p. 235). 
It has been noted (e.g., Selber, 1998; Winsor, 1996) that conventional pedagogical 
discussions of technical communication often overlook the social forces that affect the 
engineers' and engineering students' view ofrhetoric in technical communication. 1 
attempted to develop a course that would allow students to acquire a rhetorical 
understanding of engineering communication that not only required the development of 
the social view of disciplinary and professional genres, but also led to the development of 
a domain-specifie perspective on audience. This perspective was grounded in domain-
specifie knowledge as "negotiated between people rather than passed from one to 
another" (Winsor, 1996, p. 45). My goal was to design a course that would reflect the 
essence of the engineering profession: finding a fine balance between following strict 
rules and regulations of the profession and being creative in devising accurate original 
solutions to previously unsolved problems. This inherent tension between regularized and 
regulated practice (to use Schryer's [2005] tenns) on one hand and creativity, on the 
other, is reflected in the learning and use of engineering genres-rhetorical structures that 
are both constraining and enabling for the rhetor (cf. Giddens, 1984; Katz, 1998; Schryer, 
2000, 2002, 2005). In a sense, this tension gave rise to myoriginal research questions and 
continued to fuel my research study for eight years. 
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Research Rationale and Development of Research Questions 
While designing the Eee, 1 fully recognized that my assumptions of what 
students would leam in the course might not be accurate, as "leaming and teaching are 
not inherently linked" (Wenger, 1998b, p. 267). It often happens that what students learn 
is not what the instructor thinks she is teaching (cf. Wenger, 1998b). In order to find out 
what students thought that they learn and what they perceived as important for their 
academic and future professional careers, in the Fall term of 1997--the first term that the 
communication course was offered--I initiated a pedagogical assessment of the Eee 
design effectiveness.8 The initial goal of the assessment was to explore how engineering 
students learned communication strategies in a course that was designed on the basis of 
RGS, AT, and situated leaming. This objective translated into the following set of initial 
research questions: 
1. How can RGS, AT, and the situated learning perspective allow educators to help 
students "build bridges" between academic and professional communication 
practices to ensure continuity in students' acquisition of domain-specific 
communication strategies? 
2. What are the effects of a pedagogy based on RGS, AT, and situated learning on 
• students' acquisition of domain-specific communication strategies; 
• their learning trajectories as the students move from academic classrooms 
to co-operative education work terms to becoming novices in the 
profession? 
While seeking answers to these questions, 1 conducted a teacher-researcher study into 
students' perceptions oftheir leaming in the Eec. Students' views of engineering 
communication and their learning in the Eee were expressed through their responses to 
in-class questionnaires -- the Initial Profile and End-of-Term Questionnaire -- that were 
originally built into the course (see Appendix E, p. 267). Students responded to the in-
class questionnaires on the first day of classes (Initial Profile) and on the last day of 
classes (End-of-Term Questionnaire). 1 integrated these questionnaires into the course 
8 This study started three years before my enrollment into the doctoral program in the Faculty of Education 
at McGill University in the Fall, 2000. 
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design for several reasons: (a) to collect infonnation pertinent to the tailoring of the 
course to students' backgrounds and needs (e.g., students' linguistic backgrounds, 
engineering courses they were taking concurrently with the ECC, their intentions to 
enroll in the co-op pro gram, and so on); (b) to help students c1arify their expectations for 
the course; (c) to provide students with the opportunity to reflect on their course 
experiences; and (d) in order for me to be able to assess changes (if any) in students' 
views of the role of communication in engineering, which might occur over the tenn. 
This initial pedagogical assessment (Artemeva & St. Martin, 1998; Artemeva, Logie, & 
St. Martin, 1999) gradually developed into a qualitative longitudinal study of the ECC 
students' trajectories in their leaming of engineering genres, presented in this dissertation. 
My role also evolved from that of a teacher/researcher studying the effects ofher course 
design on students' leaming to the one of a qualitative researcher concemed with broader 
questions of genre knowledge in the professions and school-to-work transition (see 
chapter 3). The social context ofthe study also changed from a local classroom context to 
a broader context of the study ofprofessional genre learning (see chapter 2). The 
methodology of the study, based on the interpretive analysis of students' responses to 
research questions, is discussed in detail in chapter 4. 
The shift in the research focus from a pedagogical assessment of course 
effectiveness to research into students' trajectories in leaming engineering genres has 
gradually led to the reconception of the research questions.9 1 use the word gradually here 
because throughout the eight years that the longitudinal study has been conducted, the 
research questions changed several times, every time becoming better focussed. For 
example, one set of interim questions was: 1. What are the constituents of genre 
knowledge as demonstrated through the participants' responses? 2. How do the 
participants' perceptions of the role of communication in the engineering profession 
change over the years? 3. How do their perceptions ofthemselves as professional 
communicators change? 4. What are the factors that seem to cause these changes? 
The main questions of the study shifted from pedagogical to theoretically driven 
(to use the tenn proposed by Eraut [2002, p. 7]) questions. That is, in its final stages, the 
9 This shift roughly coincided with the beginning of my doctoral studies at McGill. 
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study focussed on the use of the combined RGS-AT-situated leaming perspective as a 
theoreticallens to investigate the main question, 
• What does it mean to master domain-specific genres (in particular, the genres 
of engineering)? 
This question consists oftwo sub-questions: 
1. What does domain-specific rhetorical genre knowledge inc1ude? 
2. Where and how do novices accumulate the constituents of rhetorical knowledge 
of domain-specific engineering genres, and how do these constituents allow 
novices to communicate successfully within the engineering profession? 
Through the concurrent data collection and interpretive analysis, a new theoretical 
concept has crystallized: the concept of leaming domain-specific rhetorical genre 
knowledge not as an uninterrupted process of leaming genre conventions that starts at 
school, but as an accumulation ofwhat 1 have come to calI ingredients of genre 
knowledge that are both acquired and leamed by novices on their way to becoming full 
participants in professional practice. These ingredients appear to inc1ude, but are not 
limited to, the knowledge of genre conventions--as Katz (1998) observed, "knowing the 
conventions is necessary but not sufficient for appropriate communication" (p. 18). 
Recent literature on genre teaching and leaming and the school-to-work transition 
(e.g., Dias et al., 1999; Dias & Paré, 2000; Freedman, 1994; Freedman & Medway, 
1994a, 1994c) appears to argue that teaching genres outside of local contexts only rarely 
and under specific circumstances can lead to successful genre learning and subsequent 
performance. As a result, an additional question was derived from the main question of 
my doctoral study, initial pedagogical questions, data analysis, and from the theoretical 
and empirical explorations conducted within the study: 
Is it possible to teach domain-specific communication strategies apart from the 
local contexts in which they occur? 
This question is directly related to the original question of the pedagogical assessment of 
the Eee effectiveness. Finding an answer to this question is important to me not only as 
a researcher but also as a practitioner, educator, and the Eee designer and instructor. In 
the context of the above questions, such issues as tensions between the individual and 
social (Berger & Luckmann, 1967; Vygotsky, 1978), between the constraining and 
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enabling aspects of genres (Bakhtin, 1986; Katz, 1998), and between agency (Bourdieu, 
1972, Schryer, 2000) and social institutions (cf. Giddens, 1984; Schryer, 2000, 2002; 
Paré, 2002) have occupied a central position in the study. The discussion ofthese 
tensions and the theoretical constructs that have allowed me to analyze them is provided 
in chapter 2 and illustrated in chapters 5 and 6. 
Overview ofthe Dissertation 
In this chapter, 1 introduce the recent findings of the school-to-work transition 
research, state the goal of my doctoral study, briefly introduce the study's theoretical 
framework, discusse the need for engineering communication education, presente the 
research rationale, and describe the historical development of the study. In chapter 2, 1 
discuss the theoretical constructs of rhetorical genres studies, activity theory, and situated 
learning and propose to use a combination of these constructs as the theoretical 
framework for the study of novices' trajectories in their learning of engineering genres. 
Specifically, 1 propose to complement RGS with the theoretical constructs of AT, situated 
learning, and Bourdieu's (1972) social theory of practice as the initial theoreticallens in 
the study. In chapter 3,1 present the philosophy and design ofthe engineering 
communication course, grounded in the constructs of rhetorical genre theory and situated 
learning, and provide a glimpse of data that illustrate how these theoretical approaches 
translate into the course pedagogy and how they are reflected in a student c1assroom 
activity. 
In chapter 4,1 discuss the methodology ofmy longitudinal multi-case multi-
method study. In particular, 1 describe the theory building process based on a 
combination of a loosely followed constructivist version ofthe grounded theory 
(Charmaz, 2000,2002; Glaser & Strauss, 1967; Strauss & Corbin, 1998) with the RGS-
AT-situated learning theoretical framework. The emergent study design is also discussed 
in this chapter. In addition, 1 present the rationale for and the details of the data 
collection, analysis, and interpretation methods used in the study. Chapters 5 and 6 are 
dedicated to the discussion ofresearch data and their interpretation. Thus, in chapter 5, 1 
present interpretive data analyses in the form ofIndividual Case Synopses (cf. Fischer & 
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Wertz, 1979), constructed on the basis of the data collected from four study participants, 
Bill, Moe, Rebecca, and Sami. JO In chapter 6, 1 provide an Overall Sununary of 
Experiences, constructed on the basis of Individual Narrative Summaries, based on the 
data collected from six other study participants, Aisha, Daniel, Jonathan, Lynne, Vic, and 
Walter. Both the Case Synopses and the Overall Summary include a version of the 
participants' personal narratives, illustrated by the excerpts from the data, and an 
interpretive discussion ofthese narratives, which includes conclusions of each part of the 
data analysis. 
Chapter 7 concludes this dissertation by discussing the overall research findings, 
study limitations, directions for future studies and the pedagogy of domain-specifie 
communication courses, and implications for the study participants and me as a 
researcher. 
\0 AH participants' names are substituted by pseudonyms (see chapter 4 for discussion). 
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CHAPTER 2. MAIN THEORETICAL CONSTRUCTS 
Recipes are a genre; but genres are not recipes. 
(Freadman, 1987/1994, p. 49) 
In the past decade or so the body of research on workplace leaming and school-to-
work transition has significantly grown, with many of the recent studies conducted within 
the theoretical framework ofRhetorical Genre Studies (e.g., Coe, Lingard, & Teslenko, 
2002a; Dias et al., 1999; Dias & Paré, 2000). RGS moves the study of genre beyond the 
exploration ofits textual features on to the analysis of the social contexts that give rise to 
and shape genres (Freedman & Medway, 1994a, 1994b; Miller, 1984/1994a) and, thus, 
lends itself as a useful theoretical framework to research into changes in genre creation, 
development, leaming, and use. However, as Freedman (2003a) explains, while theories 
both help us understand the data and shape further studies, "sometimes the data force 
researchers to reconsider the theory" (p. 40), modify, and/or complement it with other 
theoretical perspectives. This is why empirical research has proved essential for 
Rhetorical Genre Studies (e.g., Coe, Lingard, & Teslenko, 2002a; Freedman, 2003a; 
Freedman & Medway, 1994a). 
RGS provides us with a social perspective on the way that individuals learn and 
use genres. In order to better flesh out relationships between the individual and social (cf. 
Berger & Luckmann, 1967), and between agency and structure (cf. Giddens, 1984; 
Schryer, 2000; 2002), sorne researchers have successfully complemented RGS with such 
social theories of leaming as activity theory, situated leaming, distributed cognition, and 
other theoretical perspectives (e.g., Artemeva & Freedman, 2001; Freedman & Adam, 
2000b; Freedman & Smart, 1997; Dias et al., 1999; Le Maistre & Paré, 2004; Schryer, 
2000,2002,2005; Winsor, 2001). In order to locate answers to the research questions 
posed in Chapter 1, my doctoral study assumes RGS as its primary theoretical 
framework, thus allowing me to focus on the study of participants' leaming of 
engineering genres as their perceptions ofthese genres and ability to use them change 
over time. To help me interpret the broad range of data collected in the studyand extend 
my exploration further into workplace contexts in an attempt to achieve a better 
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understanding of the transfonnations that occur in individual participants' views of 
professional communication, 1 have extended the RGS framework and complemented it 
with social theories of learning and practice. This combination of complementary yet 
distinct theoretical perspectives has allowed me to explore the interplay of individual and 
social in the participants' trajectories in their learning of engineering genres (see chapters 
5 and 6 for illustrations). 
This chapter consists of four major sections. In the first section, 1 review the 
development ofRGS over the past twenty years and discuss its implications for my 
doctoral study. This review is followed by the sections that introduce and discuss 
complementary theoretical approaches: selected concepts from Bourdieu's social theory 
of practice, activity theory, and situated learning. Each of these additional theoretical 
perspectives has already been combined with RGS by researchers in order to illuminate 
particular aspects ofhuman communication: for example, by Artemeva and Freedman 
(2001), Freedman and Adam (2000b), Paré (2000), and Schryer (2000). The chapter 
conc1udes with a discussion of such applications of the combined theoretical constructs 
from RGS and social theories oflearning and practice to the study ofvarious 
communication contexts. 
Section One: Key Concepts in Rhetorical Genre Studies11 
The development ofRhetorical Genre Studies as a discipline started with the 
reconception of genre as social action proposed by Carolyn Miller (1984/1994a). Unlike 
the traditional approaches that view genres as stable text types characterized by their 
textual regularities, RGS considers genres as "typified symbolic actions in response to 
stock sets of situation types. Such a notion of genre allows for dynamism and change, 
given the inherent fluidity of the sociohistorical context to which genres respond" 
(Artemeva & Freedman, 2001, p. 166). The rhetorical approach to genre conceives 
textual regularities as socially constructed (Miller, 1984/1994a) and brings together "text 
and context, product and process, cognition and culture in a single, dynamic concept" 
(Paré, 2002, p. 57). RGS views genres as much more than simple organizers and 
11 Section One is based on Artemeva (2004). See Appendix A for permission to reproduce. 
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regulators ofhuman social activity (Devitt, 1996,2000; Miller, 1984/1994a); genres are 
now seen as constituting human activity by "making it possible through its ideological 
and rhetorical conventions" (Bawarshi, 2000, p. 340). 
The review ofRGS presented in this section focuses on the development ofthose 
theoretical constructs that have been at the centre of my previous research: Artemeva 
(1996, 2000a, 2000b, 2001, 2002a, 2002b, 2003a, 2003b, 2004; 2005); Artemeva and Fox 
(1999), Artemeva and Logie (2002); Artemeva, Logie, and St. Martin (1999), Artemeva 
and St. Martin (1998), and Fox, Artemeva, and Frise (1999). These theoretical constructs 
are also at the centre ofmy doctoral study (see chapters 5 and 6). The overview starts 
with a briefhistory of the development ofthe social rhetorical view ofwriting and 
Miller' s reconception and redefinition of genre as social action. It continues by 
introducing the contribution made to RGS by Russian literary critic Mikhail Bakhtin, 
focussing on the key notions of addressivity and utterance and discussing the flexibility 
of speech genres. The section then presents the theoretical constructs and notions ofRGS 
that are particularly helpful to my research: the revised definition of genre proposed by 
Catherine Schryer (2000); notions of genre sets (Devitt, 1996) and genre systems 
(Bazerman, 1994) that allow researchers to look beyond a single genre; the Bakhtinian 
notion of the temporal qualities of genre, inc1uding the notions of chronos and kairos; 
Anne Freadman's (1994, 2002) notions oftextual and nontextual uptake, and others. 
The Development of the Social Rhetorical View of Writing 
The development ofRGS followed the rise and fall of the product-based and later 
process-based approaches in composition studies (see Dixon, 1967; Emig, 1971; Faigley, 
1985; Flower & Hayes, 1981; Perl, 1979; Pianko, 1979 for further discussion ofthese 
approaches). Both these perspectives--the product and the process--failed to account for 
how social contexts influence meaning and affect the way a writer approaches a writing 
task (the process) and what he/she writes (the product) (Cooper, 1989; Paré, 1994). 
GraduaIly, it became c1ear that "writing and what writers do during writing cannot be 
artificially separated from the social;" that is, the contexts in which "writing gets done, 
from the conditions that enable writers to do what they do, and from the motives writers 
have for doing what they do" (Reither, 1985, p. 621). Due to the changing perception of 
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the social aspects of composing, writing began to be considered as located in the social 
world and, thus, to be fundamentally structured by the environment (Cooper & Holzman, 
1989). 
A philosophic foundation for social and contextual perspectives on writing was 
provided by Burke (1957), Rorty (1979), and Bruffee (1986). A new emphasis on 
rhetorical context in composition studies had resulted in the emergence of a new 
approach that focussed on the social aspects of writing. This approach, known as the 
social view, began to dominate the area of composition studies by the 1980s (Cooper, 
1989; Freedman & Medway, 1994a). The social view perceives knowledge as socially 
constructed in response to communal needs, goals, and contexts and the composing of 
texts as part ofthe social process by which knowledge is constructed (Freedman & 
Medway, 1994a). A writer is seen as continually engaged with a variety of socially 
constituted systems, and the discourse is viewed as "social, situated and motivated, 
constructed, constrained and sanctioned" (Coe, Lingard, & Teslenko, 2002b, p. 2). While 
the early post-process view treated context as aIreadyexisting, as something that needed 
a response that genre embodied (Barabas, 1990; Faigley, 1985; Freedman & Medway, 
1994c), the CUITent rhetorical context view treats the relationship between context and 
genre as co-constructing and emphasizes that awareness of audience and purpose 
influences why, what, and how a writer writes (Bawarshi, 2000; Giltrow, 2002; Paré & 
Smart, 1994). 
Reconception and Redefinition of Genre 
Traditional approaches define genres as regular grouping oftext types 
characterized by regularities in textual, that is, thematic, stylistic, and compositional, 
features, "irrespective ofthe historical conditions under which the types come to exist 
and ofthe social values attached to them in a given context" (Hanks, 1987, p. 670). 
Because ofthis focus on the texts themselves, rather than on the actions of the writers 
who produce them, this concept of genre seems limited from the social perspective. As 
Swales (1993) noted, to understand how genres function "we need more socio-cognitive 
input than the text itself provides" (p. 690). The theoretic shift toward the social in 
composition studies has been accompanied by a reconceptualization of genre as social 
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action, which develops in co-construction with a recognizable construal of a rhetorical 
situation (Miller, 1984/1994a; Paré & Smart, 1994), perceived as a combination of 
purpose, audience, and occasion (Coe & Freedman, 1998). That is, the new perspective 
on genre allows us to see genres as helping rhetors to construct the very recurrent 
situations to which they rhetorically respond. Bawarshi defines genres as both "the 
situation and the textual instantiation ofthat situation, the site at which the rhetorical and 
the social reproduce one another in specifie kinds oftexts" (p. 357). This new approach 
to genre studies puts more emphasis on the rhetorical strategy, or to echo Coe et al. 
(2002b), on "the functionallmotivated relation between form and situation" (p. 4). Genres 
in this view are defined as 
the historically specifie conventions and ideals according to which authors 
compose discourse and audiences receive it. In this view, genres consist of 
orienting frameworks, interpretive procedures, and sets of expectations 
that are not part of discourse structure, but of the ways actors relate to and 
use language. (Hanks, 1987, p. 670) 
Rather than concentrating primarily on literature, rhetorical studies of genre have 
focussed on the social dynamics and social constitution ofnonliterary forms ofwriting 
and speaking. The RGS scholars turned their attention to such texts as the experimental 
article (e.g., Bazerman, 1988), reports by tax accountants (Devitt, 1991), student writing 
in content areas (e.g., Berkenkotter & Huckin, 1993, 1995; Giltrow, 2002), engineering 
documents (e.g., Artemeva, 1998; 2000b; Beer, 2000; Paradis, Dobrin & Miller, 1995), 
business memoranda (Yates, 1989), financial documents and social workers' records 
(Paré & Smart, 1994), and so on (for further discussion, see Dias & Paré, 2000; 
Freedman & Medway, 1994a). In other words, the main interest ofthe scholars 
conducting enquiry from the premises ofRGS is to explore how and why non-literary 
typified texts reflect and reproduce social situations and activities .... how and 
why texts as cultural artifacts are produced; how they in turn reflect and help 
enact social actions; and how, finally, they can serve as sites for cultural critique 
and change. (Bawarshi, 2000, p. 336). 
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Genre as Social Action 
The new view of genre is based on Miller's seminal article "Genre as social 
action" (198411994a), which, in turn, is grounded in Burke's New Rhetoric (1957), 
especially in his claim that discourse is action, and also, in part, is based on the work of 
Campbell and Jamieson (1979). In 1979, Campbell and Jamieson proposed the view of 
genre that opened the path to the rhetorical reconception of genre. They wrote, 
if the recurrence of similar forms establishes a genre, then genres are 
groups of discourses which share substantive, stylistic, and situational 
characteristics. Or, put differently, in the discourses that form a genre, 
similar substantive and stylistic strategies are used to encompass situations 
perceived as similar by the responding rhetors. A genre is a group of acts 
unified by a constellation12 [italics added] offorms that recurs in each of 
its members. These forms, in isolation [italics in original], appear in other 
discourses. What is distinctive about the acts in a genre is the recurrence 
of the forms together [italics in original] in constellation. (p. 20) 
The New Rhetorical approach to genre studies allows researchers to concentrate 
on the ways "particular discourses are socially motivated, generated, and constrained" 
(Coe & Freedman, 1998, p. 137) and assists us in defining "the possibilities ofmeaning 
in discourse" (Hanks, 1987, p. 670). The distinguishing feature of the New Rhetorical 
inquiry is its focus on what discourse does. The New Rhetoric emphasizes discourse as 
primarily action--that is, its significance should be judged on the basis ofwhat it does--
and shifts emphasis away from discourse as representation, which is considered 
secondary (Coe & Freedman, 1998; Coe, Lingard, & Teslenko, 2002a). In other words, 
the New Rhetorical perspective on genre treats genre "as typified social action rather than 
as conventional formulas" (Devitt, 2000, p. 697). According to Jamieson (1975), "the 
question ofthe extent to which rhetorical response is determined by situation, audience 
expectations, antecedent rhetoric or other factors requires determined inquiry. It has no a 
priori answer" (p. 415). 
12 1 have emphasized the terrn "constellation" used by Campbell and Jamieson because this terrn later becomes a 
comerstone of Schryer's revised definition of genre (2000, 2002), which 1 adopt in my doctoral study. Schryer's 
definition is discussed later in this chapter. 
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Rhetorical Situation 
Reconceptualizing genre as a social action, Miller (198411994a) explored "how a 
[social] understanding of genre can help account for the ways we encounter, interpret, 
react to, and create particular texts" (p. 151) within a recurrent rhetorical situation, 
described by Bitzer (1968) as 
a natural context ofpersons, events, objects, relations, and an exigence which 
strongly invites utterance; this invited utterance participates naturally in the 
situational activity, and by means of its participation with situation obtains its 
meaning and its rhetorical character. (p. 5) 
While Bitzer identified a rhetorical situation as recurrent through the recognition of its 
similar material and perceptual components, Miller (198411994a) went beyond the 
material dimensions ofthis explanation and provided a social interpretation of "how 
genre represents 'typified rhetorical action' based on recurrent rhetorical situations" 
(p.151). In 1979, Campbell and J amieson posed a question, "do comparable situations 
ever exist?" (p. 15). Miller's (198411994a) response to this question was, 
What recurs is not a material situation (a real objective factual event) but our 
construal of a type. 13 The typified situation, inc1uding typifications of participants, 
underlies typification in rhetoric. Successful communication would require that 
the participants share common types; this is possible insofar as types are socially 
created. (p. 29) 
Miller argued that exigence is located in the social and is "a form of social 
knowledge -- a mutual construing of objects, events, interests and purposes that not only 
links them but also makes them what they are: an objective social need .... It provides an 
occasion, and thus a form, for making public our private versions ofthings" (p. 30). In 
other words, c1aimed Miller, exigence is nothing else but "a socially objectified motive" 
(1984/1994a, p. 31), and "to comprehend an exigence is to have a motive" (p. 30). 
Exigence is seen as a defining factor for a rhetorical situation: as the factor that shapes 
13 In this dissertation, the notion of recursion is understood in Miller's terms. It does not have a 
connotation that recursion has in linguistics; that is, that the application of recursive mIes creates an 
unlimited collection of weIl formed sentences and thus serves as the source of novelty and creativity, or 
what Fitch, Hauser, and Chomsky (2005) calI lia known property ofhurnan language that provides its most 
powerful and unusual signature: dis crete infmity" (p. 182). 
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our recognitions of a social situation and the one that helps us reproduce it. Exigence 
becomes not only part of our experience and our concept of a recurring situation but also 
part of our response to the situation (Bawarshi, 2000). 
Miller (1984/1994a) notes that situations are "social constructs that are the result, 
not of 'perception,' but of 'definition.' Because human action is based on and guided by 
meaning, not by material causes, at the centre of action is a process of interpretation 
[italics added)" (p. 29). Miller's observation is particularly important for my doctoral 
study, in which 1 explore the participants' accounts and interpretation of their actions and 
their perceptions of engineering genres, as expressed through their communications with 
me (see chapters 5 and 6 for illustrations). Genre, in Miller's view (1984/1994a), is a 
conductor ofboth the social and private: it provides a rhetor with a rhetorical means "for 
mediating private intentions and social exigence; it motivates by connecting the private 
with the public, the singular with recurrent" (p. 37) (see Case One, chapter 5 for an 
illustration ofthis genre function). By situating exigencies within the social, Miller's 
definition allows researchers to consider genre as extending beyond regularities in textual 
features. Genres in this interpretation are considered both rhetorical actions and recurrent 
situations (Paré & Smart, 1994), or, to repeat after Bawarshi (2000), genres allow us to 
"rhetorically recognize and respond to particular situations ... because genres are how 
we socially construct these situations by defining and treating them as particular 
exigencies" (p. 357). 
Genres as Textuallnstantiations of Rhetorical Situations 
In other words, while recognizing that genres can be characterized by regularities 
in textual form and substance, CUITent thinking perceives these regularities as surface 
reflections of an underlying regularity. Genres play a key role in reproducing the very 
situations to which they respond. As Bawarshi (2000) puts it, genres constitute "their own 
social semiotic, a semiotic that rhetorically shapes and enables social actions and in tum 
is constituted by the very action which it enables. This is why genres shape our social 
realities and us as we give shape to them" (p.353). In this new perspective, genres are 
seen as less defined by their formaI features than by "their purposes, participants, and 
subjects: by their rhetorical actions. Genre ... is defined by its situation and function in a 
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social context" (Devitt, 2000, p. 698). Paré and Smart (1994) define genre as "a 
distinctive profile ofregularities across four dimensions: a set oftexts, the composing 
processes involved in creating these texts, the reading practices used to interpret them, 
and the social roles performed by writers and readers" (p. 147). Bawarshi (2000) sums up 
the new, rhetorical view of genre: 
Genre is [italics in original] what it allows us to do, the potential that makes the 
actual possible, the 'con' and the 'text' at the same time. As such genre allows us 
to study the social and the rhetorical as they work on one another ... (p. 357) 
Anne Freadman (2002) expressed the essence ofthe new understanding of genre 
in the following words: "Genre is the capacity ofhuman discourse that makes it different, 
say, from the language of the bees; that is what makes 'culture' a different matter from 
programmed instinct" (p. 41). Fundamental for the rhetorical view of genre is the work of 
Russian literary theorist, M. M. Bakhtin. 
Bakhtin: Utterance, Addressivity, Dialogism, and Flexibility of Genres 
Bakhtin's ideas have enhanced our understanding of the social embeddedness of 
genres (both oral and written) within communities of language users and, therefore, are 
central for understanding social aspects ofwriting process. Bakhtin (1986a) defines 
speech genres as "relatively stable types" (p. 60) of utterances, providing two useful 
concepts for understanding the nature of genre: the responsive utterance as the analyzable 
unit of speech (rather than the word or sentence) and the addressive nature of speech. For 
Bakhtin, the "responsive utterance" is the fundamental unit of analysis ofhuman 
communication because it "occupies a particular definite [italics in original] position in a 
given sphere of communication" (1986a, p. 91). Words and sentences acquire meaning 
through the utterance. Describing an individual's speech (both oral and written) as always 
situated within the speech of others, he stresses the importance of recognizing the 
plurality of speakers in order to examine language use as communication (Hunt, 1994a). 
Utterance. Bakhtin sees an utterance as a link in a chain of discourse and points to 
its dual nature: any utterance simultaneously responds to past utterances while also 
anticipating future utterances. Bakhtin (1986a) highlights the importance of the presence of 
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"the other" in language as well as the more specific awareness of a respondent in a 
communicative situation: 
from the very beginning, the utterance is constructed while taking into account 
possible responsive reactions, for whose sake, in essence, it is actually created. As 
we know, the role of the others [italics in original] for whom the utterance is 
constructed is extremely great. ... From the very beginning the speaker expects a 
response from them, an active responsive understanding. The entire utterance is 
constructed, as it were, in anticipation of encountering this response. (p. 94) 
In Bakhtin's view, words and sentences acquire meaning through the utterance, and 
speakers choose the generic form of the utterance that best meets their "speech plan or 
speech will" (p. 77). 
Dialogism and addressivity. The dialogical principle of language that Bakhtin 
advocates presupposes the importance of addressivity; that is, "the quality ofbeing 
directed to someone" (p. 95). Without an addressee to whom an utterance is directed, it 
loses its dialogic context and tums into a separate statement belonging to nobody. 
Bakhtin suggests that addressivity is a constitutive feature of genre, noting that each 
genre "has its own typical conception of the addressee, and this defines it as a genre" 
(1986a, p. 95). 
Bakhtinian notions of dialogism 14 and the addressivity of speech indicate the 
degree to which individual texts act as links between previous texts and the inevitable 
response of others. Miller (1994b) notes that addressivity allows an "individual 
communicative action and social system ... [to] interact with each other" (p. 71). 
Bawarshi (2000) responds to Bakhtinian notion of addressivity by asserting that "the 
speaker's very conception of the addressee is mediated by genre, because each genre 
embodies its own typical conception ofthe addressee. In fact, the very word and its 
relation to other words is also mediated by speech genres" (p. 348). The dialogic nature 
of speech, the necessity for a change of speaking subjects and respondents, the process of 
utterance exchange, all this reveals the communicative sense of oral language, and, 
14 M. Holquist (1990) asserts that "dialogism" is "a term ... never used by Bakhtin himse1f' (p. 15); however, 1 
have observed that, for example, in the Russian version of Problema teksta v lingvistike. filologii i drugih 
gumanitarnih naukah: Dpi! filosofskogo analiza [The problem of the text in linguistics, philology, and the human 
sciences: An experiment in philosophical analysis] (1986c) Bakhtin uses the Russian word dialogizm (p. 491) 
and its various derivatives throughout the article. 
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according to Flower (1994) and others, "much the same thing is said to happen in 
writing" (p. 60). 
Flexibility of genres. Foreseeing the critics' reaction to his theory of speech genres 
as limiting a rhetor' s creativity, Bakhtin asserts that the better our command of genres, the 
more flexibility and freedom we can apply in using genres, "the more fully and c1early we 
reveal our own individuality in them ... , the more flexibly and precisely we reflect the 
unrepeatable situation of communication" (1986a, p. 80). Thus, when acting recurrently in 
a recurrent situation, one can still express one's individuality; in other words, "creativity 
is possible and visible everywhere, although Bakhtin insists that 'genres must be fully 
mastered to be used creatively'" (Freedman & Medway, 1994c, p. 7). 
Bakhtin (1986a) stresses that "genres are subject to free creative reformulation .. 
. [but] to use a genre freely and creatively is not the same as to create a genre from the 
beginning" (p. 80). As Adam and Artemeva (2002) observe, redefinitions of genre based 
on Bakhtin's and Miller's views "recognize the plasticity and flexibility oftexts and the 
rhetor's ability to reshape and manipulate genres to suit certain rhetorical situations" (p. 
181). Rhetors learn genres while being immersed into the situational context (Miller, 
1992). Genres, thus, can be "expertly used by speakers even though they may be unaware 
of generic parameters" (Hanks, 1987, p. 681). The central premise ofBakhtin's theory of 
genre as reiterated by Hanks (1987) is that "hum an consciousness ... cornes into contact 
with reality only through the mediation of ideology ... and every genre has its own 
value-Iaden orientation" (p. 671). Hanks (1987) stresses that this "value-Iaden" quality of 
genre doesn't allow it to be viewed as a fini shed product; genres "remain partial and 
transitional. The actuality of discourse changes with its reception, and social evaluation is 
always subject to revision" (p. 681). 
Genres involve both form and content, which are inseparable (Giltrow, 2002). The 
form of discourse in a discipline or profession changes along with the changing 
intellectual content. As Freedman and Medway (1994c) state, "particularly significant for 
North American genre studies has been Bakhtin's insistence that ... generic forms are 
'flexible, plastic and free' (1986a, p. 79) " (p. 6). Genres can be modified according to 
rhetorical circumstances (Berkenkotter & Huckin, 1995). In Miller's (1984/1994a) words, 
genres evolve, develop, and decay. Miller (1994b) observes that the shared knowledge 
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that allows individuals to be engaged in a competent communication "inc1udes structures 
of interaction, of exigence, of participant roles, and of other mIes and resources. Genres . 
. . help do our rhetorical thinking for us" (p. 72). This view of genre is particularly 
pertinent for my doctoral study and provides a lens for the analysis ofthe novices' ability 
to modify genres oftheir profession and use them successfully (see Cases One and Four, 
chapter 5). 
The reconception of genre has led to the changes in the focus of genre studies, 
which in tum led to further development ofthe field ofRhetorical Genre Studies. Within 
the RGS framework, genres are viewed as situational expectations. A complete 
description of a genre from the RGS perspectives "requires attention to how the form is 
rhetorical, to how it embodies the type of recurring situation that evokes it, and how it 
provides a strategic response to that situation" (Coe et al., 2002b, p. 6). In other words, 
genre is a concept that accounts for the social roles assigned to various discours es and for 
"the mode ofbeing ofthose who participate in the discourse" (Bawarshi, 2000, p. 339). 
Within the framework of Rhetorical Genre Studies, genres are seen as types of discourse 
originating from "the interplay between systems of social value, linguistic convention, 
and the world portrayed. They derive their practical reality from their relation to 
particular linguistic acts, of which they are both the products and the primary resources" 
(Hanks, 1987, p. 671). 
Schryer's Revised Definition o/Genre 
It is necessary to acknowledge and keep in mind that genres are both enabling and 
constraining (cf. Giddens, 1984; Katz, 1998). In this respect, Katz (1998) observes that 
genre 
conventions constrain [italics in original] writers by limiting the form, style, 
language, and content that are appropriate in particular situations. Conversely, 
conventions enable [italics in original] by supplying templates, genres, and topics 
which can be useful to the writer at all stages ofthe writing process. Both 
constraining and enabling aspects of conventions ... are forms of control: Both 
aspects tell the writer what is appropriate and acceptable. (p. 13) 
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Continuing Bakhtin's argument about the relative stability and flexibility of 
genres (1986a), Schryer makes an important observation that genres are only stabilized-
for-now or stabilized enough sites of social and ideological action (1993, 1994) and 
asserts that genres have a capacity to change in response to changing exigencies. Genres, 
therefore, are not simple tools that rhetors use to deal with the situations that they are 
already familiar with; "rather, situations and their participants are always in the process 
ofreproducing each other within genre" (Bawarshi, 2000, p. 354). Schryer (1999), 
following Jamieson (1975), finds that 
genres have complex sets of relations with past and present text-types: genres 
come from somewhere and are transforming into something else. Genres, because 
they exist prior to their users, shape their operators; yet their users and their 
discourse communities constantly remake and reshape them. (p. 81) 
It is worth noting that, though rhetors do have the ability to choose appropriate generic 
responses to rhetorical situations from the available genres, the flexibility of genres varies 
and, at particular moments in time, sorne genres or sorne aspects of genres are indeed 
stabilized (if only "for now"), deeply ingrained, c10sely regulated, and thus, recognizable, 
predictable, reproducible, and, indeed, constraining (A. Paré, personal communication, 
February 13, 2005). 
Schryer (1995,2002) further develops her argument about temporary stability of 
genres by proposing to use "genre" as a verb: we genre our way through social 
interactions, choosing the correct form in response to each communicative situation we 
encounter - and we are doing it with varying degrees of mastery. At the same time ''we 
are genred" (Schryer, 2002, p. 95), that is, we are socialized into particular situations 
through genres. This view of genre as stabilized only for now, allowing for change, and 
forming the rhetor's behaviour is particularly useful in my doctoral study of novice 
engineers learning to "genre" their way through academic and workplace situations. It not 
only provides insights into their learning trajectories but also illuminates how these 
novices are "genred" into the rhetorical situations they encounter in various settings (see 
chapter 5 for illustrations). 
Based on her interpretation of the theoretical construct of rhetorical genre, 
Schryer (2000, 2002) proposed a revised definition of genre grounded in Campbell and 
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Jamieson's 1979 work "Form and genre in rhetorical criticism: An introduction." 
Campbell and Jamieson use a constellation metaphorl5 as the basis oftheir view of 
rhetorical genre: "a genre is composed of a constellation of recognizable forms bound 
together by an internaI dynamic" (p. 21). They assert that "an understanding of the genre 
as a fusion of elements, formed from a constellation of forms, permits one to distinguish 
between classification and generic analysis" (p. 23) and continue by saying that 
the term 'constellation' suggests another metaphorical insight. The stars forming a 
constellation are individuals but they are influenced by each other and by external 
elements; consequently they move together and remain in a similar relation to 
each other despite their varying positions over time. Like genres, constellations 
are perceived patterns with significance and usefulness - they enable us to see the 
movements of a group of individual stars and they enable us to understand the 
interrelated forces [italics added] in celestial space. (p. 25) 
Building upon the notion introduced by Campbell and J amieson in 1979 and 
drawing on Bourdieu's social theory of practice (1972), Schryer (2000) redefines genres 
as "constellations of regulated, improvisational strategies triggered by the interaction 
between individual socialization ... and an organization" (p. 450).16 Schryer (2000) 
explains that the term constellation allows her "to conceptualize genres as flexible sets of 
reoccurring practices (textual and nontextual)" (p. 450), while the term strategies allows 
her "to reconceptualize rules and conventions (terms that seem to preclude choice) as 
strategies (a term that connotes choice) and thus explore questions related to agencyl7" 
(p. 451). According to Schryer (2002), 
agency refers to the capacity for freedom of action in the light of or despite social 
structures; structure refers to the social forces and constraints that affect so much 
of our social lives ... sorne specific organizational studies (Paré, 2002; Schryer, 
2000) have noted that workplace writers are not mindless dupes simply filling in 
the forms of their required texts. Rather workplace communication can be filled 
15 Campbell and Jamieson's definition is quoted earlier in this chapter. 
16 More recently, Schryer (2005) has proposed a further revised deftnition of genre that, in addition to 
regulated rhetorical strategies, accol1lll1odates what she terms regularized resources. Schryer defmes 
regularized resources as "more tacit strategies that emerge out ofpractical situations" (p. 260). The 
discussion of this defmition of genre is beyond the scope of my dissertation. 
17 The notion of agency as developed by Bourdieu (1972) is discussed later in this chapter. 
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with strategic action and even resistance to certain textual requirements. (pp. 64, 
65) 
This reconceived perspective on genre allows us to see writing within a genre not as it 
was viewed traditionally--"as constraining and inhibiting authorial creativity" (Chandler, 
1997)--but rather as "work in creative 'tension' with the conventions, attempting a 
personal inflection ofthem" (GledhiIl as cited in Chandler, 1997). 
Sets and Systems of Genres 
Recently, attention of genre researchers has shifted from the analysis of single 
genres to groups of connected genres and to "the relationships among genres within a 
community" (Yates & Orlikowski, 2002, p. 103), what Spinuzzi calls genre 
"assemblages" (2004). Genre theorists have acknowledged that, even though analyses of 
individual genres provide us with information necessary for the understanding of 
community norms, practices, and ideologies, it is impossible to unpack complex 
communicative phenomena without studying interactions among genres (Devitt, 2000, 
Yates & Orlikowski, 2002). Bazerman (1994) suggested that within each specific setting, 
a limited range of interrelated genres "may appropriately follow upon another" (p. 98) 
affecting other genres that follow in response to a specific situation. He stated that in 
response to a typified situation, rhetors must act generically in order for others to 
recognize and accept their act, which would not be possible ''without a shared sense of 
genre" (p. 100). However, considering only singular texts produced in response to a 
rhetorical context may limit our understanding of the complexity of generic interaction 
and the ways in which sorne genres call for other genres (Devitt, 2000). In one and the 
same social situation, usually, more than one genre is used, and "each genre within a 
situation type constitutes its own ... particular social activity, its own subject roles as 
weIl as relations between these roles, and its own rhetorical and formaI features" 
(Bawarshi, 2000, p. 351). Devitt (2000) observed that in order to understand how a genre 
functions, it is necessary to understand aIl the other genres that surround and interact with 
the one under consideration, both the ones that act explicitly and the ones whose 
existence is only implied. 
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Over the past ten to fifteen years various concepts that describe interaction among 
genres have been proposed. Thus, in her study oftax accountant's work, Devitt (1991) 
introduced the notion of a "genre set." A genre set represents aIl types of texts produced 
by a person in a particular occupation in the process ofhis/her work. Orlikowski and 
Yates (1994) suggested that sets of genres overlap and introduce the notion of genre 
repertoire to describe these sets. Spinuzzi (2004) observed that "this repertoire changes 
over time as new genres are improvised or otherwise introduced, and ... that explicating 
these changes over time can he1p us to understand changes in the community's 
communicative practices"(p. 4). Devitt's genre set as weIl as the notion of genre 
repertoire used by Orlikowski and Yates (1994) refer to the groups of genres routinely 
used by members of a particular community. However, according to Bazerman (1994), it 
is crucial to understand that generic texts "have highly pattemed relationships with the 
texts of others .... The genre set represents ... only the work of one side of a multiple 
person interaction" (p. 98). Bazerman (1994) extended the notion of genre sets proposing 
to overcome its limitations by introducing the concept of genre systems18 that 
encompasses the full set of "interrelated genres that interact with each other in specific 
settings" (p. 97) and represents 
full interaction, the full event, the set of social relations as it has been enacted. It 
embodies the full history of speech events as intertextual occurrences, but 
attending to the way that aIl the intertext is instantiated in generic form 
establishing the current act in relation to prior acts. (p. 99) 
Bazerman's concept of genre systems19 (1994) goes beyond the local community 
or professional organizational context and addresses connected genres produced as a 
result of consequential social action within the same activity "enacted by aIl parties 
involved" (Yates & Orlikowski, 2002, p. 103), from both within and outside a particular 
organization or community. Bazerman suggested that members of the communities 
involved in an activity create "a complex web of interrelated genres where each 
18 Swales (2004) refers to Berkenkotter (2001) as the frrst user of the term "genre system"; however, from 
the comparison of the publication dates (Bazerman frrst mentions genre systems in a 1994 publication) it 
becomes clear that it was Bazerman who proposed this concept. 
19 It is important to note that Russell (1997) and Russell and Yanez (2002) use the same term genre systems 
"to describe how genres function in activity systems" (Spinuzzi, 2004, p.3). A discussion of activity theory 
is presented later in this chapter. 
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participant makes a recognizable act or move in sorne recognizable genre, which then 
may be followed by a certain range of appropriate generic responses by others" (1994, 
pp. 96-97). This concept reflects a complete communicative interaction inc1uding aIl 
social relations and the history of the interaction.20 
Bakhtinian Notion of Chronotope 
In 1979, Campbell and Jamieson observed that a rhetorical genre theory would 
allow researchers to move beyond separate individual events limited by time and place 
and explore similarities of rhetorical actions across time. The concept of chronotope 
developed by Bakhtin (1981) and absorbed into RGS provides us with this opportunity. 
Bakhtin introduces the dimension of time-space, which he calls the chronotope, in 
"Forms oftime and of the chronotope in the novel: Notes towards a historical poetics" 
(1981). He developed this notion "to characterize the typical ways in which narrative 
genres move the scene of action from place to place, and less focally, the pacing ofthis 
movement and oftypical scenes with it" (Lemke, 2004). Bakhtin stressed that in his 
definition of chronotope, time is inseparable from space; that is, temporal and spatial 
relationships are intrinsically connected. 
Even though the notion ofunified time-space (or spacetime) as a dimension of the 
human universe has been used in other disciplines (e.g., in mathematics by Minkovski; in 
biology by Ukhtomskyi, and in physics, in relativity theory, by Einstein), Bakhtin (1981) 
makes a clear distinction between the use of the term in hard sciences and in his literary 
theory:21 
The special meaning [time-space] has in relativity theory is not important [italics 
added] for our purposes; we are borrowing it for literary criticism almost as a 
metaphor (almost but not entirely). What counts for us is the fact that it expresses 
2~reedman and Smart (1997) and, later, Spinuzzi (2004) proposed concepts of genre ecologies. Swales 
(2004) offered a notion of genre networks to defme "the totality of genres available for a particular sector 
as seen from any chosen synchronic moment" (p. 22), thus attempting to capture the complexity of genres. 
ln this dissertation 1 adopt Bazerman's (1994) notion of genre systems as an accepted RGS concept (see 
chapter 5). 
21 Holquist (1990) does not take this c1ear distinction into account in his book Dialogism: Bakhtin and his world, 
where, in a lengthy discussion of the Bakhtinian notion of time-space, Holquist treats it as if it were exactly the 
same as Einstein's. In fact, multiple misinterpretations of Bakhtin's work by Holquist have themselves become 
subject of scholarly discussions (e.g., Dop, 2000). 
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the inseparability of space and time (time as the fourth dimension of space). We 
understand the chronotope as a formally constitutive category of literature; we 
will not deal with the chronotope in other areas of culture. (p. 84) 
As Lemke (2004) notes, the common connection between the notions oftime-
space as developed by Minkovski and Einstein, on one hand, and Bakhtin, on the other, is 
that "it takes time to move from one place to another .... Most generally, Bakhtin's 
interest lies in how spatiality and temporality are constructed and used in narrative 
discourse, and particularly in how these constructions and uses are conventionalized 
differentlybydifferent authors, epochs, genres, etc." (n.p.). Bakhtin (1981) explains that 
"it is precisely the chronotope that defines genre and generic distinctions" and adds that 
"the primary category in the chronotope is time" (p. 85). He says, 
everything--from an abstract ide a to a piece of rock on the bank of a 
stream--bears the stamp of time, is saturated with time, and assumes its 
form and meaning in time .... Everything in this world is a time-space, a 
true chronotope [italics in original] (1986b, p. 42), 
or, in other words, genres regulate how readers and writers "spatially negotiate ... [their] 
way through time" (Bawarshi, 2000, p. 346). 
When Bakhtin analyzes chronotopes of various types of novels, he demonstrates 
that in sorne chronotopes (for example, in the literary chronotope of the Greek Romance 
"adventure novel of ordeal"), "an individual can be nothing other than completely 
passive, completely unchanging . ... to such an individual things can mere1y happen 
[italics in original]. He himself is deprived of any initiative" (1981, p. 105), while in 
other chronotopes (as in the Greek "adventure novel of everyday life"), the primary 
initiative belongs to the individual character. 
The Bakhtinian notion of the chronotope is important for my doctoral study of 
students' learning trajectories as it describes "the typical trajectories and pacings of our 
traversaIs through and across places. Our traversaIs are activities seen in relation to space 
and time, place and pace" (Lemke, 2004). Schryer (1999,2002) further extends Bakhtin's 
discussion of the chronotope by stressing its axiological quality and stating that the 
notion of the chronotope expresses the connectedness not only of place and time but also 
ofhuman values and current social beliefs. She stresses that in different chronotopes, 
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differing sets of values are attributed to individual agents resulting in individuals in sorne 
chronotopes having more access to meaningful action and power than in other 
chronotopes. Schryer insists that when we explore the relationship between genre and 
power, we need "to explore its relationship to time, not just in form of its relationship to 
the past, present, or future ... [but also] in terms of a genre' s attempt to control 
time/space by defining what categories of time/space are at work within specific genres 
and accepted asjust common sense" (1999, p. 81, 84). To understand the rules of genres 
and use them properly me ans "to know when and where it is appropriate to do and say 
certain things, and to know that to do and say them at inappropriate places and fimes 
[emphasis added] is to run the risk ofhaving them ruled out" (Freadman, 1994, p. 59); in 
other words, our knowledge of genres is inseparable from our understanding of the 
chronotope. Schryer (2003) also asserts the need to explore "the possibilities for human 
action" in different chronotopes and "genre's relationship to time and space" (p. 76) 
within these chronotopes. 
Schryer (1999) notes that Bakhtin's view of "the relationship of discourse to 
space and time" is characterized by the three key terms that he has introduced: dialogism, 
genre, and the chronotope (p. 82). In his concluding remarks to "Forms oftime and ofthe 
chronotope in the novel: Notes toward a historical poetics" (1981), written much later 
than the article itself,22 Bakhtin asserts the representational importance ofthe chronotope. 
He states that time is materialized in the space through the chronotope and thus, "the 
chronotope [is] ... a centre for concretizing representation" (p. 250). He restates the 
crucial role of the chronotope as a "conductor" of meanings through which they enter 
humans' social experiences. In other words, Bakhtin says that meanings 
must take on the form of a sign [italics in original] that is audible and visible for 
us (a hieroglyph, a mathematical formula, a verbal or linguistic expression, a 
sketch, etc.).23 Without such temporal-spatial expression, even abstract thought is 
impossible. Consequently, every entry into the sphere of meanings is 
accomplished only through the gates ofthe chronotope (p. 258), 
or, in Freadman's words (1994), "meaning is not content; it is place and function" (p. 59). 
22 The original Russian article is attributed to 1937-1938, while the concluding remarks are dated 1973. 
23 Cf. Vygotsky's view ofsigns and meaning (1978, p. 55-56; 1986, pp. 60,109). 
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Schryer (1999) further explains that the exchange ofmeaning, "or point of 
temporary stability is possible only if the participants have access to shared categories or 
concepts. So the other [italics added] must be present either metaphorically or actually 
for events and for the participants to acquire meaning" (p. 82). In other words, 
"communication is, ultimately, about creating shared time" (Fabian, as cited in Schryer, 
1999, p. 85). Or, as Miller (1994b) proposed, genre should be seen as a "constituent of 
society" that largely defines its communicative structure and "as that aspect of situated 
communication that is capable ofreproduction [italics in original], that can be manifested 
in more than one situation, more than one concrete space-time [italics added]" (p. 71). 
Lemke (2004) adds that chronotopes describe "the typical patterns of organization of and 
across activities in space and time." With this new focus on time and space, their role in 
the development, use, recognition, and learning of genres within various chronotopes and 
the analysis of specifie temporal and spatial notions become particularly useful and 
applicable24 to the study of cases wherein novices attempt to modify genres of the 
workplace (see Cases One and Four, chapter 5). The exploration of the notion ofthe 
chronotope has led me to rediscover the view oftime as comprised oftwo different types: 
chronos and kairos. 
Chronos and Kairos: Two Types ofTime 
The issues of time and timing considered within the RGS framework have 
recently become central to the research into workplace communication (e.g., Yates & 
Orlikowski, 2002), particularly for the studies of professional genre leaming by students 
and recent graduates (e.g., Schryer 2003; Schryer, Lingard, Spafford, & Garwood, 2002). 
These issues are directly relevant to the research questions 1 aim at answering through my 
doctoral research (see chapter 1). However, before being able to productivelyuse the 
notion of timing within the RGS framework, we need to resolve the key question: does a 
rhetor find the right moment for her rhetorical action, does she crea te it, or can there be a 
productive combination ofboth finding and creating the right moment? In other words, is 
24 Prior & Shipka (2002) introduce the notion of chronotopic lamination, which they defme as "the 
dispersed, fluid chains of places, tirnes, people, and artifacts that come to he tied together in trajectories of 
literate action along with the ways multiple activity footings are held and managed" (p. 180). Though this 
concept promises to he useful in the analyses of writing activities of multiple authors, such investigation is 
heyond the scope ofthis study. 
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the rhetorical situation an objective reality, is it a social construction, or is it a 
combination ofboth? 
In c1assical Greek rhetoric, two notions that reflected different qualities oftime 
were chronos and kairos. Kairos, the qualitative aspect oftime, was defined as the right 
moment, the opportune, or the due/right measure, or proportion (Stephenson, 2004, p. 
71), while chronos, a quantitative, measurable, aspect oftime, designated the continuous 
flux oftime (Kinneavy, 2002; Miller, 1992,2002; Sipiora, 2002). The concept of kairos 
was nearly forgotten until the middle of the twentieth century, when it was revived in 
connection to the debate about the situational context and rhetorical situation, which 
attracted rhetoricians' attention at that time. Miller (1992) describes the notion of 
situational context as "the structural description of a moment in time" (p. 312) and argues 
that each rhetorical situation offers a different opportunity and, hence, different kairos. 
Sorne scholars (e.g., Glover, 1990; Krause, 1996) even equate the notion of kairos with 
the modem notion of rhetorical situation (Bitzer, 1968). The rhetorical situation debate 
addressed the question posed above; that is, is kairos objectively given or constructed by 
humans? 
The debate took place in the late 1960s - early 1970s. It involved Bitzer (1968), 
Vatz (1973), and Consigny (1974) and was later continued by Kinneavy (1986) and 
Miller (198411994a, 1992, 1994b). On one side ofthe debate, Bitzer (1968) defined 
rhetorical situation as a natural context ofpersons, events, objects, relations, and an 
exigence that invites utterance. This invited utterance takes part in the situational activity 
and, thus, "obtains its meaning and its rhetorical character" (p. 5). In Bitzer's view, 
meaning resides in a situation and the situation pre scribes a suitable response (p. 10). On 
the other side of the debate, Vatz (1973) argued that situations do not exist outside the 
rhetor's mind: they are not discovered but arbitrarily created by the rhetor and 
communicated to the audience. In his attempt to synthesize Bitzer's and Vatz's 
conflicting views, Consigny (1974) suggested that Bitzer's view ofthe situation as 
predetermining a fitting response was erroneous. Consignyalso disagreed with Vatz's 
view of the rhetor as a completely free agent who arbitrarily creates rhetorical situations. 
At the same time, Consigny noted that Bitzer had correctly viewed "the rhetorical 
situation as characterized by 'particularities'" (p. 176) and that Vatz was right to treat the 
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rhetor as creative. Consigny' s view was that rhetors cannot create exigencies arbitrarily 
but must take into account constraints on their engagement in a particular rhetorical 
situation. In this view, the rhetor, rather than looking for Bitzer's "fitting response," 
needs to possess "a repertoire of options and the freedom to select ways of making sense" 
(Consigny, 1974, p. 179) of each new and indeterminate situation. 
Stephenson (2004) observed that most North American scholars consentrated on 
the temporal aspect of kairos "without discussing its originals spacial aspects" (p. 17). 
Kinneavy (1986) and Miller (1992), who viewed kairos as the unit y ofits temporal and 
spatial aspects, proposed to see it as both constructed and discovered. 
Yates and Orlikowski (2002) echoed Consigny (1974), Kinneavy (1986), and 
Miller (1992) and also recognized the interplaybetween objective and subjective and 
interpreted kairotic25 opportunities as both "emerging from the communicative activities 
of ... rhetors and audiences ... in specific situations (e.g., institutional context, task, 
place, and chronological time)" and as "enacted, arising when socially situated rhetors 
choose and/or craft an opportune time to interact with a particular audience in a particular 
way within particular circumstances" (p. 108). Yates and Orlikowski further suggested 
that researchers should turn their attention to active shaping of kairotic moments. 
Yates and Orlikowski see Bazerman' s concept of genre systems as directly 
connected to the notion of the chronotope, that is, "situated in the interconnected nexus of 
time-space" (2002, p. 107). Genre systems provide temporal and spatial expectations for 
the system itself as well as all genres that constitute the system. That is, the genre system 
"may be seen to coordinate or choreograph a multiparty interaction within the 
community. It serves as a template or schematic representation ofthe interaction that 
participants ... draw on in accomplishing this interaction" (p. 107). Yates and 
Orlikowski view the sequencing of genres as part ofthe temporal aspect of the system's 
chronotope and suggest that this sequencing may be understood in terms of kairos, which 
plays a central role in "the enactment of genre systems" (p. 110). 
The notions of kairos and chronos become very important to my doctoral research 
as they provide a perspective that allows me to explore and interpret the timing and 
25 Note: Sipiora and Baumlin (2002) use the adjective kairic. 
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sequencing of engineering genre systems and their constituent genres and to uncover how 
individuals respond to social contexts by tacitly using or deliberately shaping kairotic 
time (see Cases One, Two and Four, chapter 5). Kairotic coordination, or the 
orchestration of communicative activities within communities, 
can be seen both to emerge from participants' enactment of a genre system and to 
shape that enactment as participants situate the communicative action within a 
particular time and place. Chronological time serves as one resource upon which 
participants may draw in focusing other participants' attention and thus 
coordinating their communicative activities. This resource, like others that 
participants draw on in acting, both constrains and enables those activities. 
(Bazerman, cited in Yates & Orlikowski, 2002, p. 110) 
Miller (1994b) notes that "genre becomes a determinant of rhetorical kairos--a 
means by which we define a situation in space-time and understand the opportunities it 
ho Ids" (p. 71), while Schryer (2002) indicates that agents within a particular social setting 
may become habituated to genres--or, in her definition, to the constellations of 
communicative strategies--and may "fail to see the possibilities for the constraints on 
human action that they enact" (p. 85). Under such circumstances the agent's ability to 
create or seize a kairotic moment in the flux of chronological time and respond in a 
"proportionate manner" (Stephenson, 2004, p. 85) may become impeded by the 
constraining features of genre. 
The view of genre that includes the understanding of its chronotopic and, in 
particular, temporal qualities, highlights its dynamic nature that is both constraining and 
enabling for a rhetor. This rhetorical view of genre allows us to uncover the recursive 
nature of the connection between genre and exigence within a particular chronotope. 
However, this view may lead to certain oversimplifications ifwe define genres "only as 
the typified rhetorical ways in which individuals function within socially defined and a 
priori recurrent situations" (Bawarshi, 2000, p. 356) within a particular time/space. To 
avoid this simplification, Anne Freadman in her articles "Anyone for tennis?" (1994) and 
"Uptake" (2002) introduces the notion of uptake. 
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Notions of Uptake and the Nontextual Part of the Utterance 
Freadman (1994,2002) applies to the study of genres the notion ofuptake, 
borrowed from speech act theory. She (2002) defines uptake after Austin (1962/1994) as 
something that "happens when you accept an invitation to a conference, or agree to 
rewrite a paper for publication ... , or disagree with, or explore, a proposition in theory" 
(p. 39). Freadman proposes to use the concept of agame to facilitate our understanding of 
genres and suggests the game of tennis as an example. She says that we do not leam "the 
content" of agame first and then leam its mIes; rather "a game--and likewise a genre--is 
constituted [italics in original] by its mIes and the techniques for implementing them" 
(1994, p. 46). A text in this view is considered a move in a game, and each move expects 
an uptake. In Freadman's view, the playing of agame constitutes what she calls "a 
ceremony" (1994, p. 46), with the ceremony inc1uding not only the game but all activities 
surrounding it: preparation, the choice of partners, occasion, location, timing, the warm-
up, the dec1aration of a winner, and c10sing rituals (1994, p. 46). 
Continuing with the tennis metaphor, Freadman notes that it is useful to consider 
each game, that is, each genre, as consisting, minimally, either of two texts, or of a text 
and a nontextual response, in a dialogical relation26 (p. 48). In other words, "genre is 
govemed by a ceremonial sequence in a formalized space and time [italics added]" (Coe 
et al., 2002b, p. 7); that is, enacted by appropriate persons to cause a specified outcome. It 
is important, however, to bear in mind that the two texts constituting one genre in 
Freadman' s view, or a text and its nontextual uptake, will have different properties, like, 
for example, a question and an answer (p. 48). 
The notion of a nontextual utterance had been mentioned in the literature before 
Freadman used it in her theoretical treatment ofuptake. Thus, for example, textual as 
well as nontextual utterance, or uptake, were discussed as early as 1930 by Voloshinov27 
(1930/2000) who analyzed the notion ofvneslovesnaya (podrazumevaemaya) chast' 
26 Please note that even though this view of genre is very close to Bakhtin' s concept of addressivity, Freadman' s 
definition of genre is not the same as Bakhtin's (1986a). Bakhtin defines genres as relatively stable types of 
utterances, where each utterance is limited by its boundaries. The boundaries, in tum, are defined by the change 
of speaking subjects. Freadman 's view of genre differs from Bakhtin 's in that she sees two related utterances 
produced by different speaking subjects as one genre (1994; 2002). 1 would like to thank Aviva Freedman for 
pointing out this distinction for me. 
27 The discussion of the real identity of the author of the article--that is, whether Bakhtin wrote the article 
and used Voloshinov's name to publish it or whether it was Voloshinov who actually authored it--is beyond 
the scope of this dissertation. 
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viskazivaniya (the non-verbal [implied] part of the utterance) (1930/1983i 8, noting that 
"every utterance is composed in effect oftwo elements: a verbal and a non-verbal part 
[italics in original]" (p. 124). He used an example of an interaction between two 
individuals, in which one says "Hm ... " and the other, in response, blushes and leaves, 
and then provided several different scenarios in which this interaction becomes fully 
meaningful in different, but typified and recognizable, ways. Voloshinov proposed that 
we consider three main factors that affect the non-verbal component of the utterance "the 
time and place of the event of the utterance (the 'where' and 'when'); the topic or theme 
of the utterance ('what' is being spoken about); and the speakers' attitude [italics in 
original] to what is happening (the 'evaluation')" (1930/1983, p. 125). By introducing 
these three factors, he inextricably linked the meaning of the non-verbal (nontextual) part 
of the utterance to the chronotope of a particular situation. Schryer (2000) reasserted the 
equal importance of textual and nontextual communication practices that comprise 
genres. It is important for our understanding of the notion of uptake that we realize the 
equal importance of the textual and nontextual parts of the utlerance and accept that a 
textual "tennis shot" (Freadman, 1994) may be taken up non-textually. These notions 
become particularly important in my analysis of the study participants' behaviour and the 
responses of others to this behaviour in the context ofworkplace situations (see Cases 
One, Three and Four, chapter 5). 
In "Anyone for Tennis?" (1994) Freadman proc1aims that what is most important 
about our knowledge of genres is our knowledge ofthe difference between genres, or, as 
Devitt (2000) puts it, genres need to be understood in terms ofwhat they are and what 
they are not (p. 710). We never occupy a chronotope that is devoid of genres: as 
Freadman (1994) puts it, ''we never leave the space ofrituals for a space ofnon-rituals: 
we choose one ritual instead ofanother" (p. 61). Freadman continues by saying that 
"knowing a genre [that is, being able to carry out a task effectively] is also knowing how 
to take it up" (p. 63) and understanding its time andplace (the chronotope). However, it 
also inc1udes the understanding that genres do not exist independently. A genre "arises to 
complete or to contrast with other genres, to complement, augment, interrelate with other 
28 The only English translation of the Russian article (1930/2000) that 1 was able to locate was the 1983 abridged 
translation. The parts of the article omitted from the abridged edition are translated into English in Parrot (1984). 
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genres .... A genre, therefore, is to be understood in relation to other genres, so that its 
aims and purposes at a particular time are defined by its interrelation with and 
differentiation from others genres" (Devitt, 2000, p. 700). 
In addition to the concepts reviewed above, the concept of agency (agent, social 
actor) has recently become central to RGS research. Schryer (2002), for example, insists 
that when analyzing genres, researchers should bear in mind that the recurrence of the 
construal of a rhetorical situation (Miller, 1984) might be identified only by "the social 
actors involved in that social setting" (p. 77). Ifwe accept this view, then understanding 
relationships among social actors becomes one of the key issues ofRGS research. It is 
important to note that lately, RGS has been used in conjunction with other rhetorical, 
psychological, and social theories; for example, RGS scholars who aim at the 
development of such an understanding have been complementing rhetorical genre studies 
with Bourdieu's social theory ofpractice (e.g., Schryer, 2000; Winsor, 2003). At present, 
it is difficult to find a study that would rely on RGS as its sole theoretical framework, as 
it has been successfully demonstrated that complementary theories provide further insight 
into the questions RGS attempts but is not able to answer fully (e.g., Artemeva & 
Freedman, 2001; Dias et al., 1999; Le Maistre & Paré, 2004; Russell, 1997a; Winsor, 
1995,2001; 2003). 
In the sections that follow, 1 review selected notions ofBourdieu's social theory of 
practice, activity theory, and situated leaming as they relate to my doctoral study and 
provide examples of their creative combination with RGS. 
Section Two: Selected Concepts ofBourdieu's Social Theory ofPractice 
Bourdieu's (1972) social theory ofpractice has been recently used by rhetorical 
genre researchers (e.g., Dias et al, 1999; Paré, 2002; Schryer, 2000, 2002, 2003; Winsor, 
2003) as complementing RGS and illuminating the role of social agents and texts within 
complex social structures, or organizations (Giddens, 1984). A discussion ofthe temporal 
aspects of genre--specifically, ofthe modem development of the classical Greek notion 
of kairos presented in the previous section--indicates the importance of a human agent 
who seizes (or misses) the rhetorical opportunity and actively shapes it. The concept of 
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cultural capital, introduced by Bourdieu (1972), opens possibilities for a deeper 
penetration into an individual actor's responses to various rhetorical situations. This 
concept proves particularly valuable in my doctoral study when 1 attempt to interpret 
differences in the individual participants' leaming trajectories and the issues of novices' 
resistance to local communication practices (see chapters 5 and 6). 
One of the main categories in Bourdieu's theory is the category of capital. For 
Bourdieu, capital exists in different forms that are not necessarily "reducible to money" 
(Winsor, 2003, p.17). Bourdieu's capital may take both material and nonmaterial forms 
that can be converted into each other (for example, monetary capital may be used to pay 
for, or be converted into, education). Among other forms of capital, Bourdieu introduces 
social capital (for example, hierarchical positions within an organization) and cultural 
capital that refers to particular cultural knowledge (e.g., engineering knowledge) or 
competency (e.g., professional engineering competency) (Winsor, 2003). 
Cultural capital is the key form of capital in Bourdieu's theory; it also is the 
broadest form of capital. Cultural capital is defined as "a form of values associated with 
culturally authorized tastes, consumption patterns, attributes, skills and awards" (Webb, 
Schirato, & Danaher, 2002, p. x) and thus, for example, inc1udes the ways people 
communicate within particular situations or, in other words, use certain genres (e.g., 
engineering genres). Cultural capital can be acquired from one's familyor social contexts 
(i.e., school, workplace apprenticeships) and remains a quality ofthe individual that dies 
with himlher (Bourdieu, 1986, p. 245). In Bourdieu's view (1986) it is erroneous to think 
that deliberate "leaming" ofthe "ingredients" of cultural capital may bring a person who 
was brought up in a family with a limited cultural capital to the same level as a person 
who was brought up in a family with strong cultural capital. The appropriation ofthis 
type of capital by an individual depends on the sum of cultural capital that hislher family 
possesses, the appropriateness ofthis capital in a particular socio-historical formation, 
and on the forms and time of its implicit transition from the family to the individual. 
(These notions become particularly relevant to my study in Cases One, Two, and Four, 
chapter 5). Cultural capital can be converted into social capital: for example, one's 
education and background in a particular discipline can lead to, or be converted into, 
one's higher position within an organization (see Cases One and Four, chapter 5). As 
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such, the notions of cultural and social capital prove helpful in my study of students' 
leaming trajectories as they move from academic to workplace contexts where the 
process of the conversion of cultural capital into social capital becomes critical for their 
careers. 
In their discussion ofvarious other notions integral to Bourdieu's theory, 
Bourdieu and Wacquant (1992) observe that an adequate theory of social practice 
requires a theory of social agents. The roles of human agents and the notion of agency, 
defined as the human capacity for freedom of action, understanding, and control of one's 
own behaviour (Rolland, Lachicotte, Skinner, & Cain, 1998; Schryer, 2002; Webb, 
Schirato, & Danaher, 2002), are central to Bourdieu's theory. Webb, Schirato, and 
Danaher (2002) illustrate the meaning of agency by explaining, "we exercise agency, for 
example, when we indicate our intention to vote one way or another, or make choices 
about what to eat from a restaurant menu" (p. ix). 
To return to the previously introduced issue, the tension between agency and 
socialization, between individual and social, is once again made prominent in this 
discussion. In other words, to repeat after Archer (2002), we need to conceptualize "the 
human agent as someone who is both partly formed by their sociality, but also has the 
capacity partly to transform their society" (p. Il). To paraphrase Berger and Luckmann 
(1967), a habitualized activity ofresponding to a particular exigence within a recurrent 
rhetorical situation (i.e., genre), 
by providing a stable background in which human activity may proceed 
with a minimum of decision-making most of the time, ... frees energy for 
such decisions as may be necessary on certain occasions. In other words, 
the background ofhabitualized activity opens up a foreground for 
deliberation and innovation (p. 53). 
That is, for the agent's choice of a communication strategy to be effective, the choice 
should be made from the avai/able (i.e., acceptable and existing within the 
institution/society and, thus, recognizable) constellation of communication strategies. 
Rere, the enabling and constraining qualities of genre become particularly prominent 
agam. 
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The concept of kairos discussed earlier in the context ofRhetorical Genre Studies 
may be interpreted as linked to Bourdieu's notion of agency. If we interpret kairos as a 
continuum between "objectively given" and "socially constructed," as discussed above 
(cf. Berger & Luckmann, 1967), then the capacity of the rhetor to selectlcreate an 
opportune moment and the right proportion implies agency acting within the constraints 
of the rhetorical situation. In other words, Bourdieu's theory of social practice provides 
insights into the acquisition and effect of cultural capital (e.g., engineering knowledge, 
understanding of the engineering workplace and its hierarchy, principles of 
communication within the engineering profession, and so on) and the role of agency that 
are invaluable for the analysis of an individual's rhetorical behaviour within the context 
ofhis/her chosen discipline or profession (see chapters 5 and 6). 
Section Three: Key Concepts of Activity Theory and Situated Learning 
Although RGS recognizes and celebrates dynamism, the unpacking of the precise 
mechanisms through which genre learning and execution occur requires additional 
compatible theoretical perspectives as has been demonstrated in a number of studies. 
Theories of activity and situated learning have proved to successfully exp and and 
complement the RGS framework (e.g., Artemeva & Freedman, 2001; Dias et al, 1999; 
Dias & Paré, 2000; Le Maistre & Paré, 2004; Russell, 1997a; Winsor, 2001). According 
to Artemeva and Freedman (2001), when compared to RGS, "AT provides a higher level 
of theorization to account for change as well as resistance and conflict" (p. 170) and 
offers a complementary perspective on "social motive, and on the action aspect of genre" 
(Dias et al., 1999, p. 23). 
AT (Engestrom, 1987; 1999 a, b; Leont'ev, 1981; Wertsch, 1981, 1985, 1991) and 
theories ofsituated learning and communities ofpractice (COP) (Lave & Wenger, 1991; 
Rogoff, 1990; Wenger, 1998b) share common origins in the cultural-historical theory of 
the development ofhuman psychological functions proposed by Vygotsky (1978) in the 
1920s - 1930s (Engestrom & Miettinen, 1999; Vygotsky, 1978)?9 The important aspects 
29 For a discussion of the Marxist roots of AT, see Engestrôm and Miettinen (1999) and A.A. Leont'ev, 
D.A. Leont'ev, and Sokolova (2003). 
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ofVygotsky's theory that served as the starting points for the development of AT and 
theories of situated learning are the concept of the mediating role oftools, signs, and 
symbols in human development and Vygotsky's understanding of "the mechanism of 
individual developmental change [as] rooted in society and culture" (Cole & Scribner, 
1978, p. 7). Another important aspect ofVygotsky's theory is "the centrality ofthe active 
construction ofknowledge" (Cole & Wertsch, n.d.); this view is equally important for 
both AT and situated learning. 
Both theories of activity and situated learning consider the social context in which 
human activity takes place as an integral part ofhuman activity rather thanjust the 
surrounding environment. Activity and situated learning theorists agree that "every 
cognitive act must be viewed as a specific response to a specific set of circumstances. 
Only by understanding the circumstances and the participants' construal of the situation 
can a valid interpretation of the cognitive activity be made" (Resnick, 1991, p. 4). This 
view ofhuman activity is close to the CUITent RGS perspective on the reciprocal 
relationship between genre and its social context. 
This section reviews, compares, and contrasts the two analytical perspectives on 
learning as presented in the literature on activity theory and situated learning. Within the 
situated learning perspective, 1 focus particularly on the concept of Legitimate Peripheral 
Participation (LPP)3o (Lave & Wenger, 1991) and the theoretical construct of 
communities ofpractice (Lave, 1991; Lave & Wenger, 1991; Wenger, 1998b) because 
these theoretical notions are particularly relevant to my study of novices learning domain-
specific genres and integrating into workplace professional communities. 1 conclude by 
discussing the compatibility and complementarity ofthese two theoretical perspectives on 
learning. 
Activity Theory 
In his work on the role of tools and signs in human psychological development, 
Vygotsky (1978) proposed that the relationship between a human individual and objects 
30 While Rogoffs concept of guided participation is also related to RGS and bas proved helpful in the 
analysis ofschool-based writing (e.g., Freedman & Adam, 1996, 2000a, 2000b; Freedman & Artemeva, 
1998; Freedman, Adam, & Smart, 1994), it is not as relevant to the questions this dissertation aims to 
address and, therefore, is not included in this discussion. 
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of environment is mediated by cultural means, tools, and signs. Vygotsky c1aimed that 
only elementary forms ofbehaviour occur through a direct reaction (the so-called 
stimulus-response reaction, usually depicted as S ----->R [1978, p. 39]), while higher 
psychological processes require mediated organization, depicted as a triad, or triangle 
(Cole & Scribner, 1978) (Fig. 1) of stimulus, response, and a mediating artifact (a tool or 
sign). The introduction of a mediating artifact permits humans "to control their behavior 
from the outside [italics in original]" (Vygotsky, 1978, p. 40).31 
S R 
x 
Figure 1. A complex mediated act, where S-stimulus, R-response, X-mediating artifact 
(Vygotsky, 1978, p. 40).32 
As is often c1aimed (e.g., Leont'ev, A. N., 1981; Leont'ev, A. A./31995; Wertsch, 
1981,1991), activitytheorywas deve10ped byVygotsky's students, A. N. Leont'ev and 
A. Luria, directZ/4 from the ideas conceived by Vygotsky (the discussion ofthe accuracy 
31 There is a significant controversy among Vygotsky scholars as to whether Vygotsky's theories are "truly" 
Marxist. According to Daniels (1993), sorne scholars "wish to exhume the body ofVygotsky's early 
writing in order to construct a modem Marxist psychology," and others, "such as Kozulin (1990), ... wish 
to purge his identity of aIl Marxist influence" (p. xxv). A. A. Leont'ev (2003) agrees that there are multiple 
different interpretations ofVygotsky's ideas and their links to Marxism (p. 6). A discussion of possible 
Marxist origins ofVygotsky's concepts is beyond the scope ofthis dissertation. For a detailed discussion, 
see Burgess (1993), Engestrôm, Miettinen, and Punamaki (1999), Kozulin (1986, 1990), and Leont'ev, A. 
A. (2003). 
32 Figure 1 is reprinted by permission of the publisher from "Mind in society: The development of higher 
psychological processes" by L. S. Vygotsky, edited by Michael Cole, p. 40, Cambridge, Mass.: Harvard 
University Press, Copyright © 1978 by the President and Fellows of Harvard College (see Appendix C, p. 
259) 
33 A. A. Leont'ev is A. N. Leont'ev's son. 
34 In this view, activity theory is considered a direct continuation ofVygotsky's work on the role oftool 
and sign in child development, which contained aIl the ideas that constitute the basis of activity theory, that 
is, "the idea of an activity's purposefulness, the idea ofits specific motivation (and even the 'objectness' of 
its motive), its specific 'composition' and 'structure,' the possibility ofits being both 'practical' and 
'symbolic' "(Leont'ev, A. A., 1995, p. 36). Even though Vygotsky himselfnever used the term activity in 
the same way as it is used in activity theory, A. A. Leont'ev (1995, 2003) insists that Vygotsky alternated 
this term with terms such as action and operation. This view has been contested both in Russian and 
Western literature on the subject (e.g., Davydov & Radzikhovsky, 1980, 1981, 1985; Davydov & 
Zinchenko, 1989; Kozulin, 1990). 
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ofthis view is beyond the scope ofthis dissertation35). The name of AlexeyNikolaevich 
Leont'ev is the one most c10sely associated with the development of the theory of 
meaningful object oriented activity (1989) in the Soviet Union. 
It is possible to trace three generations of activity theory (Cultural-historical, n.d.; 
Engestrom, 1999b): 
The first generation of AT. The first generation of the theory was deve10ped 
around Vygotsky's idea ofmediated human action. In this first generation of AT, "the 
unit of analysis was object-oriented action mediated by cultural tools and signs" 
(Engestrom & Miettinen, 1999, p. 4). The first generation marks the first step in the 
development of activity theory. 
The second generation of AT. The second generation of the theory is rooted in 
Leont'ev's view ofhuman activity. A. N. Leont'ev based his theory on Marx's concept of 
labour, or production ofuse values. Leont'ev saw work as mediated by tools and 
performed in conditions of collective activity. He introduced a representation of mediated 
human activity as a triad consisting of the subject, the object, and the mediating artifact, a 
culturally constructed tool, or instrument (inc1uding signs) (Fig. 2). 
Mediating artifact 
Subject Object 
Figure 2. A. N. Leont'ev's basic mediational triangle (based on Engestrom, 1987; 
Wertsch, 1981). 
However, "mediation by other human beings and social relations was not 
theoretically integrated into the triangular model .... Such an integration required a 
breakthrough to the concept of activity by distinguishing between collective activity and 
35 See Kozulin (1990), Davydov & Radzikhovsky (1980, 1981, 1985), and A.A. Leont'ev (2003) for further 
discussion. 
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individual action" (Engestrom & Miettinen, 1999, p. 4). Leont'ev (1981) defined activity 
as 
the nonadditive, molar unit of life for the material, corporeal subject. In a 
narrower sense (i.e., on the psychologicallevel) it is the unit of life that is 
mediated by mental reflection. The real function ofthis unit is to orient the 
subject in the world of objects. In other words, activity is not a reaction or 
aggregate ofreactions, but a system36 [italics added] with its own structure, its 
own internaI transformations, but a system with its own development. (p. 46) 
The three-Ievel model of activity proposed by Leont' ev provides distinction between 
collective activity, individual action,37 and operation. The uppermost level of collective 
activity is driven by an object-related motive; the middle level ofindividual (or group) 
action is driven by a conscious goal, and the bottom level of automatic operations is 
driven by the conditions and available tools (Cultural-historical, n.d.; Engestrom, 1987; 
Engestrom & Miettinen, 1999; Leont'ev, 1981; Wertsch, 1981). 
Activity in the three-leve1 model can be represented as consisting of "the 
following constituents: need <=> motive <=> goal <=> conditions for achieving the goal ... 
and, correlated with these components, activity <=> action <=> operation .... an activity 
can lose its motive and become an act[ion], and an act[ion] can bec orne an operation 
when the goal changes" (Davydov, Zinchenko, & Talyzina, 1983, p. 35). Double arrows 
indicate that mutual transformations are constantly taking place. Sorne actions "may be 
broken down into a series of successive acts, and correspondingly, a goal may be broken 
down into subgoals" (p. 36). 
1 would like to speculate that the three level model ofhuman activity with the 
radical changes occurring at the points of change from operation to action to activity is, 
in fact, rooted in "the lineage from Hegel to Marx and Engels" (Engestrom, 1987, p. 294) 
and, in particular, in the "Hegelian nodalline of measure relations - in which quantitative 
change suddenly passes at certain points into qualitative transformation" (Engels, 
1947/1877). To illustrate this phenomenon, Engels uses Hegel's example of the aggregate 
36 The notion ofhuman activity as a system was later developed by Engestrom and his colleagues in the 
second and third generations of AT. This notion is discussed later in the chapter. 
37 In sorne English translations of original Russian articles, the term act is used; for example, see Davydov, 
Zinchenko, and Talyzina (1983). 
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state change of water from the liquid into solid state at ooe and from the liquid into the 
gaseous state at 100oe, under normal atmospheric pressure, thus demonstrating "that at 
both these turning-points the merely quantitative change oftemperature brings about a 
qualitative change in the condition of the water" (1947/1877). In other words, in the 
Hegelian noda11ine ofmeasure relations, the accumulation (not necessarily in the 
numerical meaning of the word) of one factor leads to a sharp qualitative change in 
another. Similarly, in the three-level activity model, repeated performance of actions at 
the conscious levelleads to their transition to the subconscious level; that is, to the level 
of operations - a qualitative change in the nature of the activity component occurs, 
following the accumulation of experience at the action level. In this respect, it is 
important to note the intricacies of the temporal dimension of the human activity, as 
expressed by Engestrom (1999a): "activity time is qualitatively different from action 
time. Action time is basically linear and anticipates a finite termination. Activity time is 
recurrent and cyc1ic" (p. 33). This observation must be kept in mind when AT is 
combined with RGS to explore the temporal (kairotic) aspect of genre learning. 
Engestrom, (1999a), Davydov and Zinchenko (1989), Davydov and Radzikhovky 
(1980, 1981, 1985), Kozulin (1990), Witte (1992, 1999) and others criticized Leont'ev's 
theory for a major contradiction that lies at its heart: the use of object-oriented activity 
both as an explanatory principle ofthe psychological theory and the object ofthe study. 
In an attempt to resolve the ambiguities of the three-Ievel model, Bracewell and Witte 
(2003) propose an alternative interpretation. They suggest that Leont'ev's construct of 
activity--and the motive associated with it--"should be regarded as having the status of a 
general explanatory principle (in Vygotsky's terminology), and the constructs of 
action/goal and operation/condition should be regarded as having the status of objects of 
study" (p. 526). In this context, Bracewell and Witte introduce the construct of task, "the 
set of goals and actions that implement these goals, which are developed in order to 
achieve a solution to a complex problem within a specific work context" (p. 528). 
Another attempt to overcome the ambiguities of Leont'ev's three-level model was 
made to sorne extent in the second generation of AT with the introduction of a new unit 
of analysis, "the concept of object-oriented, collective, and culturally mediated human 
activity, or activity system [italics in original]" (Minnis & John-Steiner, n.d.). Minimum 
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elements of an activity system "include the object, subject, mediating artifacts (signs and 
tools), mIes, community, and division oflabor" (Engestrom & Miettinen, 1999, p. 9). 
Engestrom (1987) proposed to expand Leont'ev's basic mediational triangle to represent 
an activity system?8 He suggested that the triadic structure of the basic mediational 
triangle, subject-tool-object (Fig. 2), should be extended to account for the socially 
distributed and interactive nature ofhuman activity (Fig. 3). 
M ediating artifacts 
Rules Community Division of 
Labour 
Figure 3. Engestrom's "expanded triangle" (mIes - mediating artifacts - division of 
labour) depicting a human activity system (adapted from Engestrom, 1987, 
p.78). 
The essence ofthe expanded view ofhuman activity was expressed by Engestrom 
(1989) as follows: 
activity is realized in the form of individual goal-oriented actions. But it is not 
reducible to the sum total of the constitutive actions. Actions are discrete; they 
have a beginning and an end. An activity is a complex and relatively enduring 
system of collective practice. Because of ... [the] inner division of labor, it 
necessarily unites a number of different and often conflicting individual and 
subgroup perspectives on the object and motive. Often the collective object and 
motive of the activity are practically invisible to individual participants. Thus, the 
38 See Witte (1992) for a discussion of the vagueness of the unit of analysis in Engestrôm's model, referred 
to as both a model of activity or a model ofmediation. Witte (1992) proposed to consider this model as a 
theoretical model of mediation and claimed that this view allowed for the use of a more "appropriate unit of 
analysis while at the time creating a stronger link with the work ofVygotsky and Luria and creating a 
greater conceptual space between itselfand the work of Leont'ev" (n.p.). 
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individual is aware ofhis or her momentary goal, but seldom of the object and 
motive behind the CUITent goals. (p. 34) 
The expanded view of AT maybe interpreted as an attempt to overcome the 
dualism of collective and individual units of analysis. Presenting human activity as a 
systemic function is one way to overcome this dualism. This approach to modeling 
human activity is depicted as the expanded triangle that represents an activity system, 
wherein individual actions become "embedded in collective activity systems" 
(Engestrom, 1997, p. 304), and the bottom part ofthe triangle represents the collective 
aspect of activity. In other words, the expanded triangle "calls attention to both the 
personal perspective of the subject - any given subject involved in the collaborative 
activity may be selected - and its relationship to the systems perspective that views the 
activity from the outside" (p. 304). In this perspective, action can be understood only if 
considered "in the context of an activity system; that is, an open system that is in constant 
ex change with other systems" (Engestrom & Miettinen, 1999, p. 38). In addition, 
Engestrom (1996) asserts that an activity system always includes "the object-oriented 
productive aspect and the person-oriented communicative aspect of the human conduct. 
Production and communication are inseparable" (p. 67). This aspect of AT is in close 
agreement with the treatment that the tension between individual and social receives 
within the RGS framework. 
The third generation of AT. Engestrom and Miettinen (1999) observe, "according 
to activity theory, any local activity resorts to sorne historically formed mediating 
artifacts, cultural resources that are common to the society at large. Networks between 
activity systems provide for movement of artifacts" (p. 8). The goal of the third 
generation of activity theory is to develop conceptual tools that would allow researchers 
to understand interactions between two or more activity systems39 with multiple 
perspectives and voices. In the third generation of AT, the basic model is expanded to 
inc1ude at least two interacting activity systems (Engestrom & Miettinen, 1999). 
The contemporary version of AT is based on a set of six general interrelated 
defining princip les (see Kaptelinin, 1996; Kaptelinin & Nardi, 1997; Wertsch, 1981 for 
39 See Witte (1992) for a discussion of the problem ofboundaries between separate but interconnected 
activities. 
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details): 1) unity of consciousness, i.e., the human mind, and activity, i.e., "human 
interaction with the objective reality" (Kaptelinin, 1996); 2) activity's object-orientedness 
(Leont'ev, 1981, p. 48); 3) the hierarchical (three-Ievel) structure ofactivity; 4) 
Vygotsky's (1978) principle ofinternalization-externalization4o, which describes the 
mechanisms underlying the origin of mental processes; 5) mediation ofhuman activity by 
external (hammer, or scissors, or computer) and internal--conceptual or heuristic--tools; 
and 6) the principle of development, explained as "an opportunity to conduct thorough, 
scientific analysis of complex phenomenon while avoiding mechanistic 
oversimplifications" (Kaptelinin, 1996). 
The discussion of the three-Ievel model of activity theory is particularly relevant 
to my doctoral study in that it provides a perspective on the changes in the participants' 
views of the action and activities they are involved in when communicating at school and 
at work (see Case Three, chapter 5 and chapter 6). 
In the following subsections, 1 discuss Vygotsky's (1978) concept ofthe zone of 
proximal development (ZPD) and the princip les ofinternalizationlexternalization 
(Vygotsky, 1978; Engestrom, 1999a) and inner contradictions in activity systems 
(Engestrom, 1987) as developed within the AT framework. 
Zone of Proximal Development 
The study of the role of tools, signs, and symbols in the process of leaming served 
as the basis for Vygotsky's theory of interaction between leaming and development. A 
child's41 development is necessarily social according to Vygotsky: for a chi Id, "activities 
acquire meaning oftheir own in the system of social behavior .... The path from object 
to chi Id and from chi Id to object passes through another person" (1978, p. 30). Vygotsky 
and his colleagues were the first psychologists who considered the notion of what 
children can do today in collaboration with others as an indicator ofwhat they will be 
able to do tomorrow alone (Leont'ev, A.A., 2003, p. 12). One of the revolutionary 
concepts introduced by Vygotsky (1935/2003a) was the concept of the zone ofproximal 
40 This principle is discussed in detaillater in the section. 
41 Vygotsky's concepts, developed as part ofhis study of a child's learning and psychological development, 
have been applied in various studies ofadult learning (e. g., Engestrom, 1987, 1999a; Lave, 1991, 1996a, 
1996b; Lave & Wenger, 1991; Wenger, 1998b). In this section, 1 refer to a child only when discussing 
Vygotsky's original work. 
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deve/opment based on the notions of the actual and potentiallevels of child development. 
Vygotsky defined the actua/ deve/opmenta//eve/ of the children as "the level of 
development of a child's mental functions that has been established as a result of certain 
already comp/eted [italics in the original] developmental cycles" (Vygotsky, 1978, p. 85). 
This actua/ deve/opmenta//eve/ is determined by the difficulty ofthe tasks that children 
are able to complete alone. Vygotsky observed that with the help of an adult or a more 
capable peer, the same children were able to solve tasks that only older children could 
solve alone. On the basis ofthese observations, Vygotsky suggested that instead ofusing 
the actua/ deve/opmenta//eve/ as a determinant of a child's mental development, one 
should use the potentia/level, determined by the difficulty of the tasks that the child can 
solve in collaboration with an adult or a more capable peer. In other words, he defined the 
zone of proximal development as 
the distance between the actual developmentallevel as determined by independent 
problem solving and the level of potential development as determined through the 
problem solving under adult guidance or in collaboration with more capable 
peers. (Vygotsky, 1978, p. 86; 193512003a, p. 379)42 
From this perspective, individual cognitive change is seen as effected by the 
social. Vygotsky claims that "the actual developmentallevel characterizes the success of 
[the child's] development, the result of [the child's] development as of yesterday, while 
the zone of proximal development characterizes [her] mental development as of 
tomorrow" (1935/2003a, p. 379). That is, "the state of the child's mental development can 
be determined only by clarifying its two levels: the actual developmentallevel and the 
zone of proximal development" (1978, p. 87). On this basis, Vygotsky's followers 
proposed that an essential feature oflearning is the creation of the zone of proximal 
development. 
When discussing Vygotsky's findings, Newman and Holzman (1993) noted that, 
"the claim that leaming takes place in the ZPD is neither a claim about leaming nor about 
the ZPD. For the ZPD is not a place at all; it is an activity, a historical unit y, the essential 
socialness ofhuman beings expressed as revolutionary activity" (p. 79). According to 
42 See Gredler and Shields (2004) for a critique of another perspective on the ZPD that interprets the ZPD 
as a difference in the difficulty of the tasks that a child can perforrn alone and in collaboration. 
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Vygotsky, "the notion of a zone of proximal development enables us to propound a new 
formula, namely that the only 'good leaming' is that which is in advance of 
development" (1978, p. 80). Leaming triggers in a chi Id the developmental processes that 
become active only "when the chi Id is interacting with people in his environment and in 
cooperation with peers" (p. 90). Vygotsky ohserved that leaming and development 
cannot he equated and that leaming leads development. 
One ofthe developmental outcomes oflearning leading development in the ZPD43 
is that the leamer becomes able to engage in developmental activity with conscious 
awareness rather than merely spontaneously. As Parks and Maguire (1999) express it, 
"the zone of proximal development ... is the result of individual change that connects the 
individual to the social environment" (p. 169). Rogoff(1990) adds, "with Vygotsky, the 
cognitive process is shared between people" (p. 192). 
hand, 
According to Wells (1999), the concept of the ZPD allows us to see, on the one 
the reciprocity with which the participants adjust their manner of participation to 
take account of each other's CUITent levels ofknowledge and skill in carrying out 
the activity and, on the other, the transformation that takes place, in the process, in 
their individual potential for participation. It is also important to add that, as a 
result of the ways in which new participants take part, both the purposes and the 
means of joint action are themselves constantly undergoing transformation. 
In other words both Vygotsky's "approach and findings are evidence for the social nature 
of volition and conscious awareness" (Newman & Holzman, 1993, p. 60). 
Internalization44 and externalization. In his discussion ofmediational tools and 
signs, Vygotsky (1978) notes that tools are externally oriented and are "a means by which 
human external activity is aimed at mastering ... nature" (p. 55). Signs, on the other 
hand, are internally oriented and are "a means of internai activity aimed at mastering 
43 See Lave and Wenger (1991, p. 48) for a discussion ofvarious interpretations of the ZPD (e.g., cultural 
[Davydov & Markova, 1983] and collectivist, or societal [Engestrom, 1987]). The societal perspective is 
discussed later in the section as the one relevant to my doctoral research. 
44 The transliteration of the original Russian term is interiorizatsia. It has been translated into English as 
both interiorisation and internalization, with internalization used more frequently. In this dissertation, 1 
adopt the term internalization to avoid confusion and to remain in agreement with the majority of literature 
sources. 
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oneself' (p. 55). Based on this observation, activity theory differentiates between internaI 
and external activities (Kaptelinin & Nardi, 1996). Thus, Davydov and Zinchenko (1989) 
observe that 
the initial form of activity, detining the social situation ofhuman development, is 
collective accomplishment of that activity. First, a person (in particular, a chi Id) is 
part of sorne joint activity distributed among members of sorne group and having 
an extensive external expression. But then the person begins to perform the 
activity individually on the basis ofthe mental functions he developed as he was 
participating in joint activity. (p. 32) 
To describe this transition fromjoint collective activity to an individual performance or, 
in other words, the conversion of external actions into internaI, mental ones (Tolman, 
1988), Vygotsky (1978) introduces the term internalization.45 The process of 
internalization, according to Vygotsky (1978), consists of a series of transformations: 
(a) An operation that initial/y represents an external activity is reconstructed and 
begins to occur internal/y . ... 
(b) An interpersonal process is transformed into an intrapersonal one. Every 
function in the child's cultural development appears twice: tirst, on the social 
level, and later, on the individuallevel; tirst, between people (interpsychological), 
and then inside the child (intrapsychological) . ... AlI higher functions originate 
as actual relations between human individuals. 
(c) The transformation of an interpersonal process into an intrapersonal one is 
the result of a long series of developmental events. The process being transformed 
continued to exist and to change to an external form of activity for a long time 
before detinitely tuming inward.46 (pp. 56-57, italics in original) 
According to Engestrom (1999a), "internalization is the keypsychological 
mechanism discovered by the cultural-historical school" (p. 26). Leont'ev (as cited in 
45 To illustrate the process ofintemalization, Vygotsky (1978) uses an example of the development ofa 
pointing gesture in a child, from an unsuccessful attempt to grasp an object, through an adult's help (adult 
reaches for the object and passes it on to the child), through the intemalization of the meaning of the 
gesture, to the intentional act ofpointing (p. 56). 
46 This discussion is strikingly similar to the one on primary and secondary socialization, intemalization, 
extemalization, and objectivation provided by Berger and Luckmann (1967). While the historical and 
philosophical roots ofthese discussions are similar, Berger and Luckmann do not refer to Vygotsky, 
perhaps because bis work was not yet available in the West in the 1960s. 
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Tolman, 1988) explains this mechanism further by noting that a new activity or concept 
must be at first presented to the child as an external one. In other words, before the child 
can internalize a new concept, the concept should tirst be formed as a developed 
externalized one. Only afterwards, in the process of a graduaI transformation, the concept 
is transformed into an internalized one, which unfolds entirely in the child's mind. The 
process opposite to internalization is externalization: externalization transforms internaI 
activities into external ones. Davydov and Zinchenko (1989) note that that complete 
internalization of a joint activity "requires that this activity be mediated by signs whose 
content fully captures the history of the culture the child is assimilating" (p. 34). 
According to Kaptelinin and Nardi (1997), externalization is often necessary when an 
internalized action needs to be veritied and corrected. It is also important when 
collaboration between several people requires their activities to be performed externally 
in order to be coordinated. To put it in A. A. Leont'ev's (1995) words, "My cognition is a 
process of internalization. My being is a process of externalization, embedded in an 
endless dialogue with persons and things,,47 (p. 45). 
Internalization is social by its nature (Vygotsky, 1978). The notion of 
internalization is closely linked to the notion of the zone of proximal development, as 
only under the conditions provided by the ZPD do leamers acquire new abilities that 
gradually change from inter-subjective mental actions to intra-subjective ones 
(Kaptelinin, 1996). Determination of individual consciousness in this view occurs in the 
following order: "collective (social) activity-culture-signs--individual activity--
individual consciousness" (Davydov & Zinchenko, 1989, p. 34). 
Activity theory recognizes internalization and externalization as two basic 
processes operating continuously at every level ofhuman activities; in other words, 
"internalization is related to reproduction of culture; externalization as creation of new 
artifacts makes possible its transformation. These two processes are inseparably 
intertwined" (Engestrom & Miettinen, 1999, p. 10). InternaI activities cannot be 
understood ifthey are analyzed in isolation from external activities because they are 
connected through mutual transformations, that is, through internalization and 
externalization (Bannon, 1997). 
47 This view is very close to Berger and Luckmann's (1967). 
61 
The discussion of the ZPD and the processes ofinternalization and externalization 
provides a solid basis for the analysis ofthe trajectories ofthe novices in their leaming of 
engineering genres (see chapter 5 and 6 for illustrations and further discussion). 
In the past, the focus of activity theorists was mainly on internalization (Davydov 
& Zinchenko, 1989; Davydov & Radzikhovsky, 1980, 1981). Currently, equal attention is 
being paid to the internalization of cultural means and "externalization, the 
transformative construction of new instruments and forms of activity at collective and 
individual [italics added] levels" (Engestrom & Miettinen, 1999, p. Il). 
Inner Contradictions in Activity Systems 
Engestrom (1987, 1996) observed that activity systems are not stable and 
harmonious systems and noted that they "are characterized by inner contradictions" 
(1996, p. 72). These internaI tensions and contradictions "are the motive force of change 
and development" (Engestrom & Miettinen, 1999, p. 9) in activity systems. 
An activity system cornes into existence when there is a certain need in the 
community that can be satisfied by a certain activity. However, while the activity system 
is functioning within a larger social context, contradictions arise within and among the 
components (nodes) of an activity system, between it and other systems, or between an 
old system and an emerging new activity system. When a need that brought an activity 
system into existence cannot be satisfied any longer, what Engestrom (1987) caUs a need 
state develops. As Holt and Morris (1993) observe, "the key to the holistic nature of 
activity theory ... is in Engestrom's argument that such need states are not merely 
'possible,' or even 'likely.' Because aU activity systems are the result ofthe dynamic 
interplay of contradictions, need states are inevitable [italics in original]" (p. 99). Or, as 
Engestrom (1992) puts it, any activity system "incessantly reconstructs itself' (p. 12). 
Inner contradictions account for the dynamism and change within activity 
systems: contradictions are brought to a boil and the dynamic tension in the system leads 
to the destruction of constraints and further, to the construction of a new system for the 
subsequent activity (Holt & Morris, 1993). Contradictions represent not only the inherent 
features of each activity but also "the principle of its self-movement and ... the form in 
which development is cast" (Ilyenkov, as cited in Engestrom, 1987, p. 91). The new 
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fonns of activity emerge as solutions to the contradictions of the earlier, or preceding, 
stage (cf., Freedman & Smart, 1997). Cole and Engestrom (1993) suggest that a new 
activity structure does not emerge "out of the blue." The creation ofsuch activity systems 
requires "the reflective appropriation of advanced models and tools that offer ways out of 
the internaI contradictions" (p. 40). 
The following subsections continue the discussion, focusing on the key princip les, 
unit of analysis, and analytical viewpoints on leaming as developed in the theory of 
situated leaming (Lave, 1988, 1991; Lave and Wenger, 1991; Wenger, 1988). 
Situated Learning 
Theories ofsituated leaming (e. g., Lave & Wenger, 1991; Rogoff, 1990) are 
based on the view of leaming and knowing as social, rooted in the experiences of daily 
life. Lave (1996a) uses "historical, dialectical social practice theory" (p. 150) as the 
source for the development of the theory ofsituated leaming. She specifies three different 
theories of situated experience:48 cognition plus, interpretive, and situated practice, or 
situated learning (1991, pp. 66-67). Two distinct perspectives developed within the 
situated leaming framework are Rogoffs (1990) guided participation and Lave and 
Wenger's (1991) analytical perspective that places in the centre the concepts of legitimate 
peripheral participation and communities ofpractice (COP). This section focuses on 
Lave and Wenger' s version of situated learning as the one directly relevant to my 
doctoral study of novices entering the professional workplace. 
Sharing its origins with activity theory, the view of leaming as situated in the 
social is based on the Vygotskian understanding ofhigher mental functions in the 
individual as being derived from sociallife (Wertsch, 1991) and on his recognition of the 
social as primary. Theorists of situated leaming (e.g., Brown, Collins, & Dugiud, 1989) 
see "knowledge, and notjust leaming, [as] situated" (p. 12). Central to the literature on 
situated leaming, therefore, are the notions that leaming and knowing are context-
specific; that leaming is active and accomplished through coparticipation; and that 
cognition is socially shared (Freedman & Adam, 1996, 2000a, 2000b; Freedman & 
48 Various versions of the theory are sometirnes also referred to as situated activity, situated action, or 
situated cognition. 
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Artemeva, 1998). The emphasis that Vygotsky and his followers placed on activity, on 
person-in-activity, and on mediation through socio-cultural tools such as language, is 
central for the concept of situated learning, as is Vygotsky's understanding ofhigher 
mental functions as internalized social relationships (Newman & Holzman, 1993, p. 78). 
Vygotsky developed his theories on the premise that individual intellectual development 
of higher mental processes cannot be understood without reference to the social milieu in 
which the individual is embedded and without consideration of the social roots ofboth 
the tools for thinking that novices are learning to use and the social interactions that guide 
their use ofthese tools (Rogoff, 1990, p. 35). 
The concept of situated activity developed on the basis ofVygotsky's theories 
"took on proportions of a general theoretical perspective, the basis of cIaims about the 
relational character ofknowledge and learning, and the negotiated character ofmeaning, 
and about the ... engaged, dilemma-driven nature of learning activity .... That 
perspective meant that there is no activity that is not situated" (Lave & Wenger, 1991, p. 
33). Or, as Lave (1996a) puts it, learning is part of the changing participation and 
practices of people engaged in an on-going activity, in which individual activities are 
interdependent. The unit ofanalysis in Lave and Wenger's (1991) version ofthe theory 
ofsituated learning is community ofpractice (Lave, 1991, 1996a, b; Lave & Wenger, 
1991; Smith, 2003; Wenger, 1998a; 1998b) and the central analytical viewpoint on 
learning is legitimate peripheral participation. 
The situated learning view adds a new perspective on novices' learning 
trajectories as they move from university to workplace settings and thus, is directly 
relevant to my doctoral research. It allows me to investigate the contexts in which the 
ECC and novices' professional practice are situated and complement the RGS perspective 
on the novices' learning of engineering genres (see chapters 5 and 6). 
Communities of Practice 
Lave and Wenger (1991) observed that the development of one's ability to engage in 
situated learning occurs through participation in a COP. In his "Communities of practice: 
A brief introduction" (2005a), Wenger defines a community of practice as a group of 
people who "share a concern or a passion for something they do and who interact 
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regularly to learn how to do it better." His expanded definition of COP (1998b) includes 
the following requirements that such group ofpeople must meet to be considered a COP: 
they must a) have a sustainable history of mutual engagement; b) negotiate with one 
another what they are doing, how they should behave, their relation with a larger 
institution, and the meanings and artifacts they use; c) have developed local routines and 
artifacts to support their work together; d) know who to ask when they need help; d) 
introduce into their community new trainees who want to become proficient at their 
practice (p. 123). In other words, a COP is a group of"peers in the execution ofreal 
work. What holds them together is a common sense of purpose and a real need to know 
what each other knows" (Brown, as cited in Allee [2000]). COPs cannot be equated with 
teams because communities of practice are defined by knowledge, and their "life cycle is 
determined by the value it creates for its members" (Allee, 2000). Dias et al. (1999) assert 
that the term communities of practice "covers activity beyond language ... [and] centers 
on what groups ofpeople do [italics in the original]" (p. 29). For communities ofpractice, 
"learning is not a separate activity. It is not something we do when we do nothing else or 
stop doing when we do something else" (Wenger, 1998b, p. 8). In fact, as seen from this 
perspective, learning must be "most personally transformative ... to be the learning that 
involves membership in these communities ofpractice" (Wenger, 1998b, p. 6). Each 
community of practice is constituted by distinct intellectual and social conventions. 
A community of practice defines itself along the following three dimensions: 
• The domain. People organize around domain ofknowledge that gives members a 
sense of joint enterprise and brings them together. Members identify with the domain 
ofknowledge and a joint undertaking that emerges from shared understanding oftheir 
situation. 
• The community. People function as a community through relationships ofmutual 
engagement that bind members together into a social entity. They interact regularly 
and engage in joint activities that build relationship and trust. 
• The practice. Members of the community are practitioners. They share a repertoire of 
stories and resources such as tools, documents, routines, vocabulary, symbols, 
artifacts, etc., that embody the accumulated knowledge of the community. This 
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shared repertoire serves as a foundation for future learning (Allee, 2000; Wenger, 
2005a). 
According to Wenger (2005a), there is a certain set ofactivities that defines the shared 
practice in which a COP is invo1ved. Such activities may inc1ude: problem solving, 
requests for information, seeking experience, reusing assets, coordinating and synergy, 
discussing deve1opments, documenting projects/prob1ems, visiting sites ofpractice, 
mapping knowledge and identifying gaps. 
As situated 1earning theorists (e.g., Lave, 1996a, b; Lave & Wenger, 1991; 
Wenger, 1998b) note, a primary, and most effective form of the deve10pment of one's 
increasing engagement in situated leaming is apprenticeship.49 By apprenticeship they 
understand a process in which newcomers to a community of practice 1eam the expert 
practices used in that community by being active1y engaged in these expert practices and 
by taking "an active part in authentic but ancillary community tasks, under the guidance 
ofmore experienced 'oldtimers' and with only limited responsibility for the outcome" 
(Smart & Brown, 2002, p. 119). Wenger (2005a) notes that "the term community of 
practice was coined to refer to the community that acts as a living curriculum for the 
apprentice," where the notion of apprenticeship inc1udes so called cognitive 
apprenticeship (Brown, Collins, & Duguid, 1989), a way of students' enculturation into 
authentic practices of disciplines through a process similar to craft apprenticeship. 
The situated 1eaming perspective allows researchers to investigate practical, 
object-oriented work along with interactions and sign-mediated communication both 
within the workp1ace and educational contexts.50 The concept ofCOP as a unit of 
ana1ysis acknow1edges the importance of mediational means as does the concept of 
activity system. 
The following subsections discuss the concept of legitimate peripheral 
participation (LPP) (Lave & Wenger, 1991), the princip les of participation and reification 
(Wenger, 1998b), and the movement from peripheral to full participation in a community 
49 The limitations of the apprenticeship model are discussed later in the section. See Russell (1998) for 
details. 
50 When applying the notion of COP to the educational context, it is important to keep in mind that "in the 
education sector, learning is not only a means to an end: it [is] the end product" (Wenger, 2005a). 
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ofpractice (Lave & Wenger, 1991; Wenger, 1998b) as developed within the framework 
of situated leaming. 
Legitimate Peripheral Participation 
Lave and Wenger (1991) introduce the concept oflegitimate peripheral 
participation as an analytical perspective on, or a descriptor of, situated leaming that 
focuses on the action itself and on its social outcome. Legitimate peripheral participation 
describes a range of social practices that situated leaming theorists refer to as 
apprenticeships. LPP views leaming--a characteristic of all communities of practice--as 
taking place in the process of creation or action and as accompli shed through 
coparticipation (Lave & Wenger, 1991; Rogoff, 1990). Participation in this framework 
"refers not just to local events of engagement in certain activities with certain people, but 
to a more encompassing process ofbeing active participants in the practices of social 
communities and constructing identities in relation to these communities" (Wenger, 
1998b, p. 4). Legitimate peripheral participation "refers both to the development of 
knowledgeably skilled identities in practice and to the reproduction and transformation of 
communities ofpractice" (Lave & Wenger, 1991, p. 55). Newcomers and oldtimers in a 
community of practice leam during their cooperative activities, which they both want to 
finish successfully. The LPP model describes the situation of newcomers trained by 
oldtimers in the process of cooperative activity. 
Legitimate peripheral participation implies "emphasis on comprehensive 
understanding involving the whole person rather than 'receiving' a body of factual 
knowledge about the world; on activity in and with the world; and on the view that agent, 
activity, and the world mutually constitute each other" (Lave & Wenger, 1991, p. 33). 
Under the condition of LPP, apprentices are initiated into the communities ofpractice by 
participating in authentic tasks that are not invented as opportunities for getting them to 
leam (Hanks, 1991; Freedman & Adam, 2000b). Lave and Wenger' s theory of situated 
leaming often contrasts leaming that occurs as a process of social participation in 
communities of practice and the classroom, or curriculum, leaming that is expected to 
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occur as a result ofteaching:51 "leaming through legitimate peripheral participation takes 
place no matter which educational form pro vides a context for learning, or whether there 
is any intentional education at all" (p. 40). However, sorne innovations based on theories 
of situated learning have been recently introduced into school settings (e.g., Rogoff, 
Turkanis, & Bartlett, 2001), the Engineering Communication course discussed in chapter 
3 being one ofthem (Artemeva, Logie, & St. Martin, 1999). 
The focus in LPP is on "person-in-the-world, as member of a sociocultural 
community" (Lave & Wenger, 1991, p. 52). Lave and Wenger unpack the term legitimate 
peripheral participation by stating that the term should be considered as a whole and not 
as an opposition to sorne "illegitimated peripheral participation." They continue by 
saying that 
the form that the legitimacy of participation takes is a defining characteristic of 
ways ofbelonging, and is therefore not only a crucial condition for learning, but a 
constitutive element of its content. Similarly, with regard to 'peripherality' there 
may weIl be no such thing as 'central participation' in a community ofpractice. 
Peripherality suggests that there are multiple, varied, more- or less-engaged and 
-inclusive ways ofbeing located in the fields of participation defined by a 
community. Peripheral participation is about being located in the social world .... 
As a place in which one moves toward more-intensive participation, peripherality is 
an empowering position. (1991, p. 35-36) 
Peripheral participation in this view gradually leads to full participation and full 
membership in a community of practice. 
Participation and reification. In Communities of practice: Learning, meaning, 
and identity (1998b) Wenger provides a detailed discussion of the central role of 
participation and reification in communities of practice. By participation Wenger 
understands a broader category than "mere engagement in practice" (p. 57). According to 
him, participation "places the negotiation of meaning in the context of our forms of 
membership in various communities. It is a constituent of [ our] identities. As such, 
participation is not something we turn on or off' (p. 57). Wenger has proposed to use the 
SIOn the basis of the concept ofLPP Freedman and Adam (1996, 200b) have developed a concept of 
attenuated authentic participation that allowed them to investigate a "specialized" context, in which 
university students entered the workplace as interns. 
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concepts of participation and reification in conjunction in order to describe the 
engagement ofhumans with the world in a process ofmeaning production. Considering 
these two concepts together also allows one to investigate the social-individual tension as 
introduced within the RGS framework. Participation allows members of a community of 
practice to "recognize [themselves] in each other" (Wenger, 1998b, p. 58i2 ; in other 
words, it reflects "mutuality." Reification refers to "the process of giving form to our 
experience by producing objects that congeal this experience into 'thingness'" (p. 58) and 
to the ability ofhumans "to project [themselves] onto the world and ... attribute to 
[their] meanings an independent existence" (p. 58), or, in other words, it refers to 
projection. Reification, according to Wenger, is central to every practice. Wenger views 
reification as both process and product that is always incomplete and ongoing, and states 
that for reification to be meaningful, it must "be reappropriated in a local process" (p. 
60). 
Participation and reification are two intrinsic and inseparable constituents of 
negotiation ofmeaning, which, in tum, is one of the major constituents of the definition 
of COP. Wenger speaks of the duality of meaning, in which both participation and 
reification are distinct and complementary - they form a unit y in their complementarity 
and cannot be considered in isolation. He wams against a possible interpretation of the 
duality of participation and reification as a simple opposition: "a duality is a single 
conceptual unit that is formed by two inseparable and mutually constitutive elements 
whose inherent tension and complementarity give the concept richness and dynamism" 
(p. 66). In this complementarity, participation and reification make up for each other's 
inherent limitations. This view of negotiation of meaning as constituted by a dual process 
allows researchers to investigate "how the production of meaning is distributed, that is, 
what is reified and what is left to participation" (p. 64). Wenger uses a computer pro gram 
as an example of extreme reification, because the computer is incapable of any 
participation in its meaning, and a poem as largely relying on participation, because its 
inherent ambiguity depends on the negotiation of meaning with the reader (p. 64). 
This duality of participation and reification is seen by Wenger as fundamental to 
the constitution of communities of practice. Wenger wams against too much reliance 
52 This discussion is similar to the one presented by Berger and Luclanann (1967). 
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being placed on one component of the duality at the expense of the other. He explains 
that 
• if participation prevails - if most of what matters is left unreified - then there may 
be not enough material to anchor the specificities of coordination and to uncover 
diverging assumptions. This is why lawyers always want everything in writing; 
• if reification prevails - if everything is reified, but with little opportunity for 
shared experience and interactive negotiation - then there may be not enough 
overlap in participation to recover a coordinated, relevant, or generative meaning. 
This helps explain why putting everything in writing does not seem to solve aIl 
our problems. (p. 65) 
In other words, participation and reification are seen as "dual modes of existence in time, 
dual modes of remembering and forgetting, and dual sources of continuity and 
discontinuity" (Wenger, 1998b, p. 91). 
Movement from peripheral to full participation in a community of practice. Lave 
and Wenger (1991) see leaming as one ofthe primary characteristics of social practice. 
Leaming in the framework of their theory is viewed as gradually increasing participation 
in a community of practice. Through their engagement in practice, peripheral participants 
(newcomers) can develop a view ofwhat the whole enterprise is about, and what there is 
to be leamed. Leaming is, therefore, seen as an improvised practice. In order for leaming 
to be particularly effective, COP participants need to 
• have broad access to different parts of the activity and eventually proceed to full 
participation in core tasks; 
• be engaged in abundant interaction with other participants, "mediated ... by 
stories ofproblematic situations and their solutions" (Engestrom, 1991, p. 252), or 
"war stories" (Lave & Wenger, 1991, p. 109); 
• have a direct access to the technologies and structures of the community of 
practice, so that "their inner workings can become available for the leamer's 
inspection" (Engestrom, 1991, p. 252). 
Lave and Wenger (1996) describe communities ofpractice as constantly"engaged 
in the generative process ofproducing their own future" (p. 149). In this respect, Lave's 
(1991) suggestion "to consider leaming ... as a process ofbecoming a member ofa 
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sustained community of practice" (p. 65) becomes particularly important for the 
understanding of learning within COPs. The proposed key mechanism of learning within 
communities of practice is a graduaI movement of a newcomer from peripheral to full 
participation (Lave, 1991; Lave & Wenger, 1991; Wenger, 1998b). Lave (1991) sees the 
development of "an identity as a member of a community and becoming knowledgeably 
skillful [as] part ofthe same process, with the former motivating, shaping, and giving 
meaning to the latter, which it subsumes" (p. 65). She notes that the process ofmoving 
from peripheral to full participation is a process that allows for the development of 
knowledgeably skilled identities. Under the conditions ofLPP, Lave and Wenger consider 
this process as being accomplished through apprenticeship. Moving from peripheral 
toward full participation in practice requires from a newcomer a deeper involvement in 
the life of community, increased commitment oftime, gradually intensified efforts "but, 
more significantly, an increasing sense of identity as a master practitioner" (Lave & 
Wenger, 1991, p. 111). Wenger (1998b) observes that the process of the development of 
master identities and movement from peripheral to full participation creates generational 
discontinuities in communities of practice: 
When newcomers join a community of practice, generational discontinuities 
spread through multiple levels; relations shift in a cascading process. Relative 
newcomers become relative oldtimers .... Participants forge new identities from 
their new perspectives. These changes can be encouraging or unsettling .... The 
past, the present, and the future live together. (p. 90) 
As Lave and Wenger (1991) note, the process ofbecoming a full practitioner, a 
master, in a COP involves concurrent production of continuity within the COP and the 
displacement of the practice of oldtimers. In other words, while members of a COP are 
dependant on each other (i. e., newcomers will not be able to learn without oldtimers, 
while oldtimers will not be able to carry on the practice through time without 
newcomers), "the success ofboth new and old members depends on the eventual 
replacement of oldtimers by newcomers-become-oldtimers themselves. The tensions this 
introduces into processes oflearning are fundamental" (p. 74), and the unpacking ofthese 
tensions becomes crucial for the complete understanding of the process of situated 
learning. 
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The review of the situated leaming perspective presented above provides an 
additionallens to combine with the RGS perspective on genre learning. It allows the 
researcher to explore genre leaming in a COP as a component of the novice's movement 
from peripheral to full participation, accomplished under the mentorship of old-timers. 
This perspective proves useful in my analysis of former students' leaming trajectories in 
the engineering workplace (see chapter 5 and 6 for illustrations). 
Having reviewed the key notions of the theories of activity and situated learning, 1 
proceed to a critical discussion of the main premises and concepts ofboth theoretical 
perspectives. 
Critical Discussion of Theories of Activity and Situated Learning 
While the review presented above demonstrates that activity theory and situated 
leaming are different in their choice of units of analysis and treatment of the individual 
and social, these theoretical perspectives share sorne major concepts that make them 
particularly useful for the study of engineering genre leaming, the most important of 
these concepts being that ofplacingjoint activity or practice in the centre of the 
theoretical consideration. 
Comparison of Activity Theory and Situated Learning 
As 1 have noted above, the AT and situated leaming perspectives draw in varying 
degrees upon the concept of activity developed by the cultural-historical school of 
psychology (Leont'ev, 1981; Wertsch, 1981i3 and put a heavy emphasis on the role of 
mediating artifacts in human cognition and Iearning (Engestrom, 1991, p. 244). Both 
theoretical frameworks highlight the need to study real activity in real situations and 
allow the researchers to unpack "the conflux of multifaceted, shifting, intertwining 
processes that comprise human thought and behavior" (Nardi, 1996, p. 79), which makes 
them directly relevant to my study of novice's school-to-work transition. 
As Nardi (1996) notes in her detailed discussion of AT and theories of situated 
practice (situated action model, in her terminology), the unit of analysis in AT is an 
53 The concept ofhuman activity traces back to Marx (for further discussion see, for example, [Berger & 
Luckmann, 1967] and [Engestrom & Miettinen, 1999]). 
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activity system (Engestrom, 1996), and this activity system itself constitutes the context 
(that is, what takes place within an activity system is the context). As Engestrom (1996) 
puts it, "for activity theory, contexts are neither containers nor situationally created 
experiential spaces. Contexts are activity systems" (p. 67). This view is remarkably close 
to the RGS perspective on the co-construction of genre and rhetorical situation (e.g., see 
Paré & Smart, 1994). 
In the situated learning model, the unit of analysis is an informai community of 
practice (Lave & Wenger, 1991; Wenger, 1998b), which is neither the individual, nor the 
social institution. Lave and Wenger (1991) originally defined COP as "a set of relations 
among persons, activity, and world, over time and in relation with other tangential and 
overlapping communities of practice" (p. 98). This temporal dimension of COP makes it 
particularly attractive to me as it complements the chronotopic view of genre learning. 
Lave and Wenger's unit of analysis allows researchers to focus on the unfolding of real 
activity in a real setting, or, as is done in this dissertation, on the accounts of the 
unfolding of the real activities in real settings (see chapters 4,5, and 6). The situated 
model emphasizes responsiveness to the environment and the improvisatory nature of 
human activity (Lave, 1988). It is notable that Engestrom (1996), who uses the notion of 
community as a node in an activity system, defines community in a somewhat different 
way than do Lave and Wenger (1991): community for Engestrom (1996) "comprises 
multiple individuals and/or subgroups who share the same general object," where object 
"refers to 'raw material' or 'problem space' at which the activity is directed" (p. 67). 
The notion of community of practice was criticized by Eraut (2002) for its 
narrowness. He described five archetypal workplace learning scenarios that ranged from 
learning in a fully democratic learning community with a high status of novices, high 
commitment to learning, and participation as the dominant form of learning, to the 
scenario, in which the organizational commitment to learning is never meant to be 
transformed into action. According to Eraut, only one out ofthese five scenarios 
corresponds to Lave and Wenger's definition of a COP, that in which novices "have lower 
status, but are seen as starting on trajectories that raise their status over time. A clear 
characteristic of such communities is their acceptance of clear progression models 
developed as part oftheir tradition ofpractice" (p. 10). As Eraut notes, "a profession is a 
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much larger and more diverse community than any community ofpractice" (p. 13). He 
leans more toward Engestrom's (1996) definition of community as a group of people who 
pursue a common goal. 
Nardi (1996), who is a proponent of activity theory, c1aims that the major 
difference between AT and situated learning is that in AT an object-goal motivates the 
activity and, therefore, precedes it. The object-goal becomes the beginning point of 
analysis. Nardi sees the strength of AT in that "the structuring of activity is determined 
in part, and in important ways, by human intentionality before the unfolding in a 
particular situation; in situated action, activity can be known only as it plays out in situ" 
(p. 82). In contrast, in the situated perspective, says Nardi, "goals and plans cannot even 
be realized until after the activity has taken place, at which time they become constructed 
rationalizations for activity that is wholly created in the crucible of a particular situation" 
(p. 83). Lave (1996b), in turn, questions the activity theory view "that social activity is its 
own context" (p. 20) and notes that activity theorists argue that--unlike the arguments 
made in the situated model--"the concrete connectedness and meaning of activity cannot 
be accounted for by analysis of the immediate situation" (p. 20). 
In addition to the concepts ofthe unit of analysis and context, the treatment ofthe 
concept of expertise within the frameworks of activity theory and situated learning 
deserves attention in the context of my doctoral study. Engestrom (1992) proposes that 
expertise should be interpreted within the framework of AT as an "interactive 
accomplishment, constructed in encounters and exchanges between people and their 
artifacts [italics added]" (p. i), while Lave (1996b) views knowledge "as engagement in 
changing processes ofhuman activity" (p. 12). Even though Lave does not explicitly 
consider the role of artifacts in the development of expertise, the two views seem to be 
more complementary than oppositional.54 As Engestrom and Miettinen (1999) observe, 
the two perspectives are currently in the state of dialogue, to borrow the Bakhtinian 
notion, and "a dialogue between such different but c10sely related approaches .. . is a 
sign of vital deve10pment in the field" (p. 12). 
54 Another perspective on expertise, developed by Geisler (1994), is discussed in chapters 3 and 5. 
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Analytical perspectives on learning: ZPD and LPP. In his work, Vygotsky focused 
his attention on a process of learning as it occurred in an individual child. This tendency 
sometimes creates an impression that the focus ofhis explorations is on an individual. It 
is not so. In Vygotsky's (1978) view, for the leaming process to trigger developmental 
processes in a child, that is, for the child to act within the zone of proximal development, 
the chi Id must interact with a partner. This important condition of leaming and 
development is central to activity theory. However, when comparing and contrasting the 
processes of learning as described in the theories of activity and situated leaming, it is 
particularly important to note that subsequent development ofthe concept of the ZPD has 
made it clear that the ZPD is not necessarily confined to dyads of a child and a more 
knowledgeable partner in a face-to-face interaction but includes ail participants in 
collaborative communities of practice (Wells, 1999). Engestrom developed the idea that 
the ZPD is collective rather than individual phenomenon; Lave (1996b) noted and "that 
'the new' is a collective invention in the face of felt dilemmas and contradictions that 
impeded ongoing activity" (p. 13). The leamer (not necessarily a child) must participate 
in and, therefore, become a part of, the community whose practices he or she is leaming 
(Rogoff, 1990).55 
A reformulated view ofthe ZPD proposed by Engestrom (1987) within the 
framework of activity theory (a so-called collectivist, or societal, view) defines the zone 
of proximal development as the "distance between the present everyday actions of the 
individuals and the historically new form of the societal activity that can be collective1y 
generated" (p. 174). This view allows researchers to concentrate on processes of social 
transformation. Compared to the original Leont'ev's perspective, this view is closer to the 
situated learning perspective that attempts to include "the structure of the social world in 
the analysis, and ... [take] into account in a central way the conflictual nature of social 
practice" (Lave & Wenger, 1991, p. 49). Even though LPP places more emphasis on 
"connecting issues of sociocultural transformation with the changing relations between 
newcomers and old-timers in the context of a changing shared practice" (Lave & Wenger, 
1991, p. 49) than the AT perspective does, the reconceptualized view ofthe ZPD brings 
55 Also see relevant discussions of enculturation presented by Bourdieu (1972) and Berger and Luckmann 
(1967). 
75 
both theories closer and allows researchers to consider the ZPD and LPP as 
complementary rather than oppositional. 
Internalization/externalization vs. reijication and participation. The notions of 
internalization and participation developed within the framework of AT and situated 
leaming, respectively, express the social nature of the institutions, while the concepts of 
externalization and reification express the individual response to the social structure. In 
other words, a contrastive and comparative analysis of these notions as developed within 
the two theoretical frameworks is important for my doctoral study because it allows me to 
focus closer on the tension between the social and individual. 
The concept of internalization was central to Vygotsky's theory of leaming. As 
Vygotsky (1981) put it, "aIl higher mental functions are internalized social relationships" 
(p. 164). However, the concept ofinternalization is the one aspect ofVygotsky's theory 
that has often been contested. One ofthe major objections that the concept raises is that 
it implies mindlbody dualism and a sharp distinction between internaI and external and 
between social (intermental) and individual (intramental) functioning. Thus, Lektorsky 
(1999) described a severe criticism of Leont'ev's AT provided by Rubinstein who 
"stressed that human activity cannot be understood as simple internalization of ready-
made standards" and ''wrote about the creative character ofhuman activity and the self-
realization ofhuman beings in this process" (p. 66). In this respect, it is important to note 
that it is the concept of internalization that received most attention in Leont'ev's version 
of activity theory. Davydov and Radzikhovsky (1980, 1985), Davydov and Zinchenko 
(1989), and others observed that the concept of externalization had remained in a relative 
obscurity for years after Vygotsky's death, and "concrete research and experimentation 
inspired by activity theory have been strongly dominated by the paradigm of 
internalization" (Engestrom, 1999a, p. 27). Lave (1996b) noted that an assumption that 
internalization provides an adequate description for the creation and circulation of 
knowledge in society "faces the difficulty that ... [it implies] uniformity [italics in 
original] ofknowledge" (p. 12). 
Engestrom (1989) claimed that 
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in activity theory the most commonly analyzed time sequence is that in which an 
inexperienced person internalizes an action performed by more experienced 
participants in a meaningful social activity setting. The paralle1 cycles of 
externalization and expansion are less well known. In terms of development, the 
latter are of crucial importance. (p. 39) 
Engestrom (1999a) further observed that in the research that reduces understanding of 
internalization to children's learning in interaction with adults and more experienced 
peers (as an earlier version of A. N. Leont'ev's activity theory does), "it seems to be all 
but forgotten that the early studies led by Vygotsky, Leont'ev, and Luria not only 
examined the role of given [italics in original] artifacts as mediators of cognition but were 
also interested in how children created [italics in original] artifacts oftheir own in order 
to facilitate their performance" (p. 26). To draw a paralle1 with the genre theory here, the 
early AT studies concentrated on the constraining features of genres. 56 In other words, a 
limited focus on internalization accepted within certain versions of activity theory 
removed creativity and the social nature of learning from the scope of activity theory 
research, in sharp contrast to the situated view ofunified mechanisms ofpractice and 
reification in the COP model. 
As Lektorsky (1999) put it, "humans not only internalize ready-made standards 
and rules of activity but externalize themselves as well, creating new standards and rules. 
Human beings determine themselves through the objects they create" (p. 66). Engestrom 
(1992) insisted that a clear distinction should be drawn between the internalization of the 
culturally given and externalization of novel ideas, artifacts, and patterns of interaction. 
He stated, "both belong to experience and practice - when practice is understood as 
meaningful collective activity, or praxis [italics in original], not only as individual 
rehearsing of discrete skills" (p. 15). 
Lave (1996b) claimed that part ofwhat it means to be engaged in a practical 
learning activity "is extending what one knows beyond the immediate situation" (p. 12). 
In this respect, the reconceptualized view of the unity ofinternalization and 
externalization is somewhat related to the view of inherent and inseparable duality of 
participation and reification in communities of practice and, therefore, brings the activity 
56 See discussion of cons training and enabling features of genres presented in Section One of this chapter. 
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and situated perspectives closer to each other. In particular, Engestrom's idea of 
expansive cycles (1987, 1992, 1999a) provides a link: between the activity theory 
perspective, the situated view, and the RGS view that includes both constraining and 
enabling feature of genres. Expansion is Engestrom's metaphor for transfonnative 
processes and outcomes (Minnis & John-Steiner, n.d.). The concept of expansive cycles 
sheds a new light on the seeming opposition between intemalization and creative 
extemalization: an "expansive cycle is a developmental process that contains both 
intemalization and extemalization" (Engestrom, 1999a, p. 33). Engestrom (1987, 1992, 
1999a; Cole & Engestrom, 1993) proposes an expansive cycle as a model of development 
that consists of the paraUe1 processes of intemalization and extemalization involved in a 
developmental cycle of expert activity, as illustrated in Fig. 4. 
Figure 4. The expansive cycle: the paraUe1 process of intemalization and 
extemalization (based on Engestrom, 1999a, p. 33).57 
Engestrom (1992) provides the foUowing description of the cycle: 
a developmental cycle of. .. activity begins with an aImost exclusive emphasis 
on intemalization, on socialization and training the novices to become competent 
members of the activity as it is routine1y carried out. Creative extemalization 
occurs tirst in the fonn of discrete individual innovation. As the disruptions and 
57 Figure 4 is adapted from Engestrom, Y. (1999). Activity theory and individual and social transformation. 
In Y. Engestrom, R. Miettinen, & R.-L. Punamaki (Eds.), Perspectives on Activity Theory (p. 33). 
Cambridge: Cambridge University Press. 
78 
contradictions of the activity become more demanding, internalization 
increasingly takes the form of critical self-reflection - and externalization, a 
search for solution, increases. Externalization reaches its peak when a new model 
for the activity is designed and implemented. As the new model stabilizes itself, 
internalization of its inherent ways and means again becomes the dominant form 
of learning and development. (p. 16)58 
According to Engestrom (1989), "in an expansive cycle, development proceeds 
from initial individual [italics added] actions to the formation of a qualitatively new mode 
of joint [italics added] activity .... The decisive actions that set the expansive cycle in 
motion ... emerge as a result of and a solution to deep internaI contradictions in the old 
activity" (p. 39). Engestrom (1999a) observed that at the leve1 of collective activity, 
expansive cycles may be considered equivalent to the zone of proximal development that 
was introduced by Vygotsky (1978) at the level ofindividuallearning. 
In this respect, it is necessary to note that the theory of situated learning claims 
that "in practice, structure and experience together generate each other" (p. 80) as has 
been demonstrated in the discussion of the processes of participation and reification 
presented above. The situated perspective and the concept of communities of practice 
allow for replacing the "unproblematic notion of cultural transmissionlinternalization 
with a historically situated analysis of relations among activity, the social world, and 
persons in practice" (Lave, 1991, p. 81). The notion of expansive cycles and related 
notion of expansive learning, or learning-by-expanding, developed by Engestrom (1987), 
provides a bridge between these two perspectives. 
In addition, the concept of expansion, introduced by Engestrom (1987, 1992, 
1999a) within the framework of activity theory, provides a means for addressing the 
limitations of the apprenticeship model used in the situated perspective. As Russell 
(1998) observed, the notion of apprenticeship appears to be limited at least in three ways 
in its capacity to explain how newcomers learn genres of communities of practice. 
According to Russell, the apprenticeship model has difficulty accounting for 
• the effects of formaI education, which is a central part of preparation for work; 
58 See Cases One and Four, chapter 5 for illustrations of an expansive cycle. 
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• the complex intertextual environment ofworkplaces that continues to 
problematize the dyadic master/apprentice relationship; 
• the dialectical contradictions that arise when institutions hire newcomers (i.e., 
apprentices) who possess a greater expertise in certain areas (e.g., computers) 
than the oldtimers (i. e., "masters") (e.g., Artemeva, 2005; Artemeva & 
Freedman, 2001; Cases One and Four, chapter 5). 
Russell (1998) noted that a situation that involves masters leaming from apprentices 
"specifically encouraged by sorne institutions is impossible to explain using traditional 
apprenticeship models that do not take into account complex division oflabor (and 
cognition)." At the same time, in his discussion of distributed learning environments, 
Russell (2002) also addressed sorne limitations of activity theory, for example, the 
difficulties the theory faces in 
• addressing motivation in such activity systems where participants may not have 
face-to-face contact with more experienced peers, thus not being explicitly 
involved in zones of proximal development (e.g., virtual communities); 
• identifying tools that participants may bring to the activity from "their previous 
involvements in other activity systems" (p. 80) and use in addition to the tools 
intended for the use in the current activity system, thus making it difficult to 
identify "what tools ... subjects bring to bear on the object of the learning" (p. 
80); 
• spotting other activity systems that participants may be involved in concurrently 
with the one under study; such concurrent involvement in several activity systems 
may create contradictions that will affect learning. 
Russell (1998) argues that the expansive model developed by Engestrom in the 
context of activity theory allows for retaining the essence of the apprenticeship model 
and provides researchers with the opportunity to focus on actions and motives. 
Inner contradictions in activity systems and movement from peripheral to full 
participation in communities of practice. According to Russell (1998), the model of 
expansive learning (Engestrom, 1987) allows researchers to develop new models of 
activity systems based on the analysis of inner contradictions in the existing activity 
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systems. Engestrom (1999a), however, stresses that it is crucial to keep in mind that, once 
the inner contradictions, present in the activity system in its given state, are identified and 
a new model of activity is being developed, it is necessary to address all contradictions 
found in the original activity system (cf. Artemeva & Freedman, 2001). Engestrom 
(1999a) points out that "any model for the future that does not address and eliminate 
those contradictions will eventually turn out to be nonexpansive" (p. 34) and, therefore, 
not having a potential for further development. 
In their discussion of community of practice as a unit of analysis in the theory of 
situated learning, Engestrom and Miettinen (1999) admit that a COP may be viewed as a 
more encompassing unit of analysis than mediated activity. However, when they consider 
the concept of inner contradictions within activity systems and their role in change and 
development, they see the treatment of the temporal aspect of a COP as a drawback of 
the situated perspective as compared to the AT treatment of the unit of activity 
(Engestrom, 1997; Eraut, 2002). In their view, unlike activity theory, the situated learning 
perspective seems to depict learning and development as happening primarily as a one-
way movement ofthe novices from peripheral toward full participation bringing novices 
c10ser to well-established masters. Engestrom & Miettinen (1999) note that ''what seems 
to be missing [in the situated perspective] is movement outward and in unexpected 
directions; questioning of authority, criticism, innovation, initiation of change" (p. 12). 
Engestrom (1997) c1aims that in the situated perspective as opposed to activity theory, 
practice is depicted as stable and relatively unchanging; instability and inner 
contradictions are not inc1uded in the consideration (Engestrom & Miettenen, 1999; 
Eraut, 2002). Engestrom (1987) observes that within the AT framework, on the contrary, 
the development of collective activity systems is interwoven with the development of 
novel actions by individuals, that is, the analysis of inner contradictions in activity 
systems allows researchers to reveal and unpack zones of proximal development at both 
individual and collective levels. 
Engestrom and Miettinen (1999) mention that, ironically, Lave and Wenger 
(1991, pp. 47-48) themselves criticize Vygotskyan notions ofintemalization for the 
absence of discussion of contradictions, instability, and change. However, Eraut's and 
Engestrom and Miettinen's interpretation of situated learning appears to overlook sorne 
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of its important aspects. In fact, the situated perspective does not only recognize that the 
dialectical development and reproduction of communities of practice inc1ude the 
displacement ofthe oldtimers' practice by newcomers; it also recognizes that the 
heterogeneous character of situated practice "implies that conflict is a ubiquitous aspect 
ofhuman existence" (Lave, 1 996b, p. 15). Engestrom (1997) does acknowledge that Lave 
and Wenger (1991) have identified the issue of contradictions between continuity and 
displacement in COP and recognized change as an intrinsic quality of practice, or, as 
Wenger (1998b) puts it, "change and learning ... are in the very nature of practice" (p. 
98). Engestrom further observes that both AT and the situated learning perspective view 
disturbances and contradictions as indications of new possibilities in practice and activity. 
He, however, insists that in the situated leaming field, 
there is still very little research on the actual dynamics and developmental 
potentials of noncooperation .... noncooperation as a manifestation of inner 
contradictions ... of the practice in which the individual is engaged. In other 
words, we are not talking only about the resistance ofthe individual against 
molding and acculturation; it is more than a question of tension between the 
individual novice and the established collective. The developmental potentiallies 
in the fact that the contradiction is within both the individual and the collective; it 
is inherent in every practice. (Engestrom, 1997, p. 308) 
Eraut in his work on informalleaming in the workplace (2002) supports 
Engestrom's view and provides illustrations ofsuch tensions (also see Cases One and 
Three, chapter 5). Engestrom continues by suggesting that, since it is more and more 
evident now that in both theoretical perspectives, the analysis of discoordinations and 
contradictions has become a tool for unpacking complex relationships within activity 
systems and communities of practice, this new focus may lead to the development of a 
new methodology that, in a sense, brings the two theoretical perspectives together in what 
he calls "situated interventionism" (1997, p. 308). 
Summary of the Critical Discussion 
In this section, 1 have reviewed and critically discussed both the differences and 
similarities of activity theory and the situated leaming perspective. On one hand, the 
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review has demonstrated that activity theory is masterful in the social domain; however, 
it is not as effective at the individuallevel. The situated learning perspective, on the other 
hand, directs our attention to local situations and individual participants and invites 
researchers "to take careful notice ofwhat people are actually doing in the flux ofreal 
activity" (Nardi, 1996, p. 88-89). 
Table 1 summarizes the critical discussion of the key concepts of AT and situated 
learning and reflects that the revised, more recent versions of the theories seem to be 
c10sing the gap that existed between their earlier versions. 
Even though the reviewed theoretical viewpoints have different strengths and weaknesses 
and highlight different aspects of individual and collective action, activity, practice, 
learning, and development, they both 
exp and the horizons of conventional analysis of situated activity, especially in 
temporal, historical terms. Rather than contrast them ... it now seems more 
appropriate to sum them up, respectively, as exploring how it is that people live in 
history, and how it is that people live [italics in original] in history. Activity 
theory reflects the former, and with it the importance ofthe partially given 
character of any objectively structured world. [Situated] views emphasize the 
latter and with it the partially cogenerated character of a meaningful world. (Lave, 
1996b,p.21) 
From the critical discussion presented in this section it appears possible to interpret the 
two theoretical perspectives as complementary, rather than oppositional, views ofhuman 
learning and development. As Nardi (1996) puts it, "A creative synthe sis of activity 
theory as a backbone for analysis ... and the commitment to grappling with the 
perplexing flux of everyday activity of the situated ... perspective, would seem a likely 
path to success" (p. 96). 
83 
Table 1. A Summary of Key Concepts of the Theories of Activity and Situated Leaming 
Main differences and similarities 
Features AT Situated Learning 
Goals Goal (object) precedes activity Goals and plans are not realized 
until after the activity has taken 
place: constructed rationalization 
for activity 
Units of analysis Mediated activity COP (people-in-activity) 
Difference: COP is a more encompassing unit of analysis than 
mediated activity 
Analytical perspectives ZPD LPP 
on leaming 
Difference: ZPD was originally considered dyadic while LPP is 
collective; in Engestr6m 's current societal model ofZPD, it is not 
necessarily dyadic any more (includes collective participation; social 
transformation => in this sense, draws closer to LPP) 
Processes and Intemalizationlextemalization Participationlreification 
mechanisms of leaming 
Different in principle: 
• IS! generation of AT - sole emphasis on internalization (sharp 
contrast with situated learning); 
• 2d and 3d generations of AT - focus on expansive cycle and 
indivisibility => closer to situated learning 
Inner contradictions in activity Movement from peripheral to full 
systems participation in a COP 
Criticism of situated learning as a one-way movement 
• Displacement of oldtimers by newcomers (and even "reverse 
mentoring" as when newcomers are more knowledgeable than 
oldtimers) => possible conflict and contradictions in COP => 
brings situated learning closer to AT 
Workswell In the social domain; in crisis At the individuallevel and in local 
situations 
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Section Four. By Way of Conclusion: Combining Rhetorical Genre Studies, 
Activity Theory, and the Situated Leaming Perspective 
In this section, 1 discuss a few concepts that serve as sites for a productive 
combination ofRGS and social theories ofleaming reviewed above. The purpose ofthis 
review is to demonstrate the nature of the complementarity ofRGS and such theoretical 
approaches to learning as AT and situated learning.59 
First of all, 1 would like to stress the inherent dialogism ofboth the third 
generation of AT and the concept of communities of practice used in the situated learning 
perspective. The third generation of AT attempts to understand interactions between 
several activity systems, each ofthem with multiple perspectives and voices, thus 
bringing the notion of dialogue to the centre of the analysis ofhuman activity. Lave and 
Wenger's (1991, Wenger, 1998b) view ofcommunities ofpractice, where newcomers, 
working on authentic activities with oldtimers, gradually move towards the full 
participation state occupied by oldtimers and eventually displace them, reflects the 
dialogic nature of the apprentice-master relationship in the context of an authentic 
activity. These dialogic features ofboth theories indicate their strong connection with the 
RGS central notions of dialogue and dialogism as conceived by Bakhtin (1986a, 1986c). 
Sorne other concepts, which are addressed in RGS and directly related to my 
study of novices' trajectories in learning engineering genres, can be successfully explored 
and expanded with the use of AT and the situated leaming theory. Examples ofthese 
concepts include the dynamics of the genre leaming activity during a novice's transition 
from the classroom to workplace context; the concept of learning genres in communities 
ofpractice; and the concept ofidentity. Below, 1 discuss these notions from the 
combined RGS-AT-situated learning perspective. 
Activity Theory Analysis of the School-to-Work Transition 
When studying a novice's learning trajectory in her learning of domain-specific 
genres as she moves from the university context into workplace communities of practice, 
59 The nature of the compatibility and complementarity of selected notions bas already been demonstrated 
throughout the cbapter. 
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it is crucial to understand the process through which this learning occurs. Activity theory 
provides us with the lens necessary for such an analysis. In their study of interns in four 
professions, Le Maistre and Paré (2004) successfully combine RGS and AT in order to 
develop a model of different activities that their participants are involved in as students in 
a c1assroom setting and as novice members of a community of practice (interns working 
in the workplace). Le Maistre and Paré suggest that when a student becomes involved in 
professional practice, the abjects of "the learning activity in the school (the theories, 
laws, methods, tools, and other artifacts of the profession) become 'mediational means' 
in the workplace" (p. 45). Le Maistre and Paré provide a powerful visual representation 
of this phenomenon (Fig. 5) for the four professions they have studied (education, social 
work, physiotherapy, and occupational therapy). 
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Figure 5. Work and school activity (Le Maistre & Paré, 2004, p. 45).60 
This representation may be adapted for the purposes of my investigation into 
trajectories of engineering students as they are learning new genres while moving from 
school into new communities of practice. It can be used to describe the transition from 
the engineering communication course activity of learning the foundations of the 
60 Figure 5 is reproduced by permission of Emerald Group Publishing Limited from "Learning in two 
communities: The challenge for universities and workplaces", C. Le Maistre and A. Paré - The Journal of 
Workplace Learning, (2004, Vol. 16, NO.l /2, p. 45), http://www.emeraldinsight.com/jwl.htm(see 
Appendix C, p. 259 for permission to reproduce) 
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engineering communication practices, with its objects in the form of project 
documentation, to the activity systems of engineering workplace, wherein the objects of 
the ECC activity become mediational means for solving engineering problems through 
the production and use of engineering documentation (see Case Three, chapter 5, and 
chapter 6). However, this representation cannot be considered complete without being 
complemented by the analysis of the way that the learning of genres occurs within 
communities of practice. 
Learning Genres in Communities of Practice 
As the review of rhetorical genre studies presented above in this chapter has 
shown, genres can be fully mastered only by insiders of a particular community and are 
best understood in action. Within RGS, this concept was originally considered as the 
basis for the emergence of the notion of discourse community (Swales, 1990), which later 
came under sorne criticism because of the difficulty of defining it in any precise way and 
because of certain implications it seemed to have accumulated (Dias et al., 1999; Harris, 
1989). 
The critics of the concept noted that the term community presupposed a kind of 
harmony that seldom exists in the real world and thus could prevent researchers from 
seeing that multiplicity and diversity must exist in any group (Williams, 1976, p. 66). 
Moreover, the idea that disciplines might use language in ways unique to them suggested 
that sets of external mIes existed that a newcomer was expected to simply study and learn 
(Dias et al., 1999). Thus the discourse community may be seen as replacing the grammar 
handbook as a source of guidelines for good writing. Swales himself (1993) admitted that 
he had been "too easily seduced by the concept of discourse community" (p. 694). He 
went on to observe that individuals could simultaneously belong to multiple 
communities, which required command of distinct genres used in dissimilar situations, 
and questioned the kind of discourse community that exists through membership and 
collectivity. 
An alternative notion was proposed by Parks and Maguire (1999) in their study of 
acculturation of a francophone nurse at an Anglophone hospital: the notion of community 
of discursive practice (p. 152). However, this notion was not fully developed by the 
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authors. Swales suggested that in the light of critique of the notion of discourse 
community, we might want to turn to another view of community, the one that Miller 
(1994b) introduced as an entity internaI to rhetoric, "a virtual entity, a discursive 
projection, a rhetorical construct. It is the community as invoked, represented, 
presupposed, or developed in rhetorical discourse .... Like genres, rhetorical 
communities 'exist' on a discursive hierarchy, not in space-time; they exist, however, at a 
much higher level of cumulation than genres" (p. 73). 
Miller asserted that many genre researchers had been looking for communities as 
groups either unified demographically or geographically (e. g, c1assrooms, civic task 
forces, hobby groups, academic conferences, and so on).61 The rhetorical community, as 
Miller (1994b) calls it, ''works in part through genre ... as the operational site of joint, 
reproducible social actions, the nexus between private and public, singular and recurrent, 
micro and macro" (p. 73) and "it is this inclusion ofsameness and difference, ofus and 
them ... that makes a community rhetorical, for rhetoric in essence requires both 
agreement and dissent, shared understanding and novelty .... In a paradoxical way, a 
rhetorical community inc1udes 'the other'" (p. 74). The rhetorical community does not 
have the same comfortable and homogeneous qualities as Swales' discourse community--
Miller characterizes it "as fundamentally heterogeneous and contentious" (p. 74). 
However, as the review of the theory of situated leaming has demonstrated, Lave 
and Wenger (1991; Wenger, 1998b) proposed a more refined concept of communities of 
practice, which 1 adopt in my doctoral study. As Dias et al. (1999) c1aim, the term 
"'communities ofpractice' despite the problematic term 'community' ... [is] both more 
general, in that it covers activity beyond language, and more precise, since it centers on 
what groups ofpeople do [italics in original]" (p. 29). 
In my doctoral study, the notion of communities of practice allows me to analyze 
leaming "that is most personally transformative" (Wenger, 1998b, p. 6). Each community 
of practice is constituted by distinct intellectual and social conventions. These 
conventions are shared assumptions about the roles ofthe audience and the rhetor and the 
social purposes for communicating, which makes the notion of these conventions 
61 See Eraut's (2002) argument that productive informallearning occurs when practice requires that 
community members be located in the same place. 
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remarkably close to the notion ofrhetorical genre. Writing in a domain-specific course in 
an academic setting can be used as a means oflearning domain-specific genres (that iS1 
leaming such intellectual and social conventions), thus giving students the occasion "to 
use the lines of reasoning of a disciplinary forum to resolve issues important to that 
forum and to assume the role of a participant in that forum" (Herrington, 1985, p. 405). 
This discussion of community as one of the central RGS notions would be 
incomplete without a discussion of the formation of a professional identity in novices 
entering professional communities of practice. In order to understand the role of the agent 
in her leaming trajectory on the way to becoming a communicator within the selected 
domain practice, as developed by Bourdieu (1972) and discussed in Section Two above, 
it is important to investigate the notion ofidentity from the perspective of the proposed 
theoretical framework. 
The Notion of Identity in RGS and Situated Learning 
The notion of identity is particularly important for RGS because genre "is largely 
constitutive of the identities we assume within and in relation to discourse" (Bawarshi, 
2000, p. 343). Bazerman (2002) notes that over the past ten to fifteen years multiple 
studies of the development and formation ofidentities through participation in systems of 
genres have been conducted. These studies have demonstrated that social action and 
identity construction are both mediated through and constituted by genres (Hirsh, as cited 
in Bawarshi, 2000, p. 343). Genres provide social codes ofbehaviour for both 
interIocutors (the speaker and the listener, the writer and the reader) involved in a 
dialogic exchange (Bawarshi, 2000; Voloshinov, 1930/1983). Particularly important in 
the recent literature on RGS and for my doctoral study (see chapter 5) is the formation of 
a professional identity of a novice who moves into the workplace after years of academic 
and professional training. In my study, the participants' professional identity formation is 
reflected by the level of comfort that they develop (or not) when working with 
engineering genres. The development of professional identity is inextricably linked to 
participating in workplace genres and "leaming one's professionallocation in the power 
relations of institutionallife" (Paré, 2002, p. 69). From this perspective, identity 
formation is linked to socialization into, the resistance to, or subversion by local genres, 
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which may occur either without one's conscious involvement or through a critical 
analysis of a chronotope of an organization (see Section One above and chapters 5 and 6). 
Bazerman (2002) discusses the interconnectedness of genre acquisition and the 
development of identity linked to a particular experience and activity. He observes that 
individuals become committed to the identities they develop through participation in 
genres of a particular community, and "in these ways genre shapes intentions, motives, 
expectations, attention, perception, affect, and interpretive frame" (p. 14). Working 
within the framework ofsituated learning, Lave (1991) and Lave and Wenger (1996) 
introduced the notion of a knowledgeably skilled identity, which, as Smart and Brown 
(2002) observe, is c10sely linked to a growing novices' sense of professional competence. 
Learning to communicate in a particular professional situation is part ofthe process of 
becoming a legitimate member of a particular community of practice. As Dias et al. 
(1999) and Smart and Brown (2002) have observed, learning to become an accepted and 
functioning member of a particular workplace situation does not involve a simple transfer 
ofknowledge and skills acquired in an academic setting directly to a professional setting. 
Smart and Brown (2002) note that a growing sense of a novice as a competent 
professional, that is, the development of the professional identity, contributes to the 
novice's ability to act as an expert and enhances hislher capacity to learn in the 
workplace. 
By way of conclusion. The discussion of the RGS, AT, and situated learning 
theoretical approaches to the analysis ofthe nature of activities in the c1assroom and 
workplace communities of practice, genre learning in COP, and the notion of identity has 
been presented above in order to demonstrate that these theoretical approaches are not 
only compatible with each other, but, in fact, can be used as complementary. In other 
words, to adopt an AT analogy, the theories reviewed in this chapter can be used as 
mediational tools in the activity of my doctoral research. The proposed combined 
perspective allows me to see what cannot be seen otherwise; for example, the RGS-AT-
situated learning perspective allows me to trace novices' learning of engineering genres, 
seen as both constraining and enabling, as the novices move from one community of 
practice to another, from peripheral to full participation, and provides me with the lens to 
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view mediational artifacts that they use as they move through time and space and through 
different activity systems. The combined perspective also allows me to investigate the 
role of identity and individual agency and the tension between agency and the social 
forces acting in communities of practice and activity systems, wherein novices are 
learning to use domain-specifie genres. 
The main purpose of such combined theoretical perspective is, to repeat after 
Wenger (2005b), to help practitioners see their practice with new eyes because "it is the 
eye of the practitioner that gives meaning to the theory." This is why it is crucial for 
studies like mine to combine theoretical perspectives developed on the basis of existing 
theories with theory building based on empirical data (see chapter 4 for the discussion of 
the methodology ofthis study). 
The following chapter discusses the use of the RGS combined with activity theory 
and the situated perspective for the design ofthe engineering communication course that 
all study participants took in one of the terms of the 1997-1998 or 1998-1999 academic 
years. 
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CHAPTER 3. THE GOALS AND DESIGN OF THE ENGINEERING 
COMMUNICATION COURSE62 
Technical students can know how to use language most effectively ... 
only ifthey are flexible enough and rhetorically savvy enough to change 
when new circumstances calI for change. 
(Selzer, 1990, p. 190) 
The rationale behind the engineering communication course design (Artemeva, 
2003b; Artemeva, 2000a; Artemeva & Logie, 2001; Artemeva, Logie, & St-Martin, 1999; 
Freedman & Artemeva, 1998) was to establish a domain-specifie context in which 
engineering students could acquire communication strategies that would provide them 
with an "initial site of professionalization" (Selber, 1998, p. 269) and, therefore, assist 
with their successful integration into the engineering profession. The institutional 
limitations and requirements ofthe course design did not allow me to link the course to 
students' workplace experiences, such as their co-op or intemship terms, nor was there an 
opportunity for a service leaming scenario.63 Nevertheless, 1 attempted to develop a 
course that would allow students to acquire a rhetorical understanding of engineering 
communication extending beyond the traditional model of teaching and learning 
engineering genres through "formats and templates" (Selber, 1998, p. 270) and leading to 
the development of a sense of disciplinary purposes, contexts, and audience sensitivity. 
The course assignments were developed and sequenced so that students would experience 
the communication course as situated within the engineering curriculum, facilitating 
leaming in their engineering courses, and, hence, serving their genuine needs. 
By drawing on RGS and theories of situated leaming discussed in chapter 2, 1 
attempted to "situate" c1assroom communication within the domain of the academic 
discipline(s) of engineering. By doing that, 1 intended to provide students with the 
opportunity to leam genres of engineering (i.e., domain-specifie communication 
62 Parts ofthis chapter are based on Artemeva (2000a); Artemeva, Logie and St. Martin (1999), and 
Freedman and Artemeva (1998) and are reproduced here with the publishers' permission (see Appendix A, 
p.249). 
63 Service learning is a weIl established in American universities program that allows students to work for 
mostly non-profit organizations and take concurrent courses linked to their job assignments (e.g., Smart & 
Brown, 2002). 
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strategies) through collective participation in authentic, as opposed to simulated, 
activities related to the engineering curriculum. Thus, in the ECC, students were offered 
an opportunity to communicate the engineering content through a genre system 
(Bazerman, 1994) that such communications require (i.e., memorandum, informative 
abstract, executive summary, different types of reports, formaI oral presentations, and so 
on). 
The accuracy of the engineering content64 is particularly important for the 
communication course, as it seems futile to separate rhetorical expertise from domain 
content expertise (cf. Geisler, 1994). Geisler developed a model of academic expertise as 
consisting oftwo interconnected dimensions, the domain content and rhetorical process. 
The domain content component of expertise coupled with training and experience allows 
students to develop the ability to use abstractions and adapt them to particular cases. The 
rhetorical process expertise coupled with training and experience allows students to 
"develop the reasoning structures" (p. 84) through which they become able to use 
abstractions in the contexts of their disciplinary tasks. According to Geisler, rhetorical 
expertise lags behind domain content expertise until the later stages of the academic 
expertise development, when expertise finally becomes an inseparable combination of a 
knowing that and a knowing hOW65 (p. 88). Thus, the engineering content, even the 
content that is provided in the introductory science and engineering courses,66 coupled 
with the development of appropriate rhetorical strategies introduced in the ECC, serves as 
the comerstone for the development of engineering expertise. 
Course work in the communication course revolves around a project based on 
engineering subject matter courses that students are taking concurrently with the 
communication course (see Fig. 6 for a schematic representation of the ECC project 
64 Those communication course instructors who have sorne technical background and are cOllÛortable with 
multiple engineering topics currently teach the version of the course described in this chapter. A team of 
communication and engineering instructors can also teach it. 
65 The distinction between knowing that and knowing how was originally proposed by Ryle (1949) as the 
distinction between tacit knowledge and explicit knowledge, or, in Polanyi's (1969) terms, between focal 
and subsidiary knowledge, or in terms of a corresponding distinction between embodied knowledge and 
theoretical knowledge (Eliasrnith, n.d.). 
66 An attempt has been made to reduce enrollment offrrst-term frrst-year students in ECC because their 
domain content knowledge is negligible at that time. 
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components). Students are asked to select a problem or a topic discussed in one oftheir 
engineering courses that they are taking concurrently with the ECC. This problem or 
topic provides the content for their ECC project and subject for their written and oral 
communication in the course. While working on a meaningful engineering task through 
multiple iterations (drafts, feedback, and revisions), students have the opportunity to 
become familiar with and somewhat proficient in such representatives of the engineering 
genre system as the proposaI, periodic (or progress) report, completion report, formaI oral 
presentation of progress, formaI oral presentation of results, and other genres belonging 
to the engineering genre system. The interconnectedness of course assignments (project 
documents) provides students with the opportunity to develop a constellation of 
engineering rhetorical strategies--inextricably linked to the engineering content--in a 
dialogue with peers and the instructor and through the experience of "audience 
proximity" (Winsor, 1996). Students experience this audience proximity through close 
contact with their readers--peers and instructor--and through the development of a clear 
understanding oftheir audience's background knowledge and needs. 
Rather than using templates to fill in with the information related to their chosen 
topics, students are asked to develop and produce documents that suit the engineering 
content of their work and meet the demands of their audience. As students become more 
comfortable with the content oftheir engineering courses, they also increase their 
knowledge ofthe communication course audience. That is, they gradually start to 
realize--as is often reflected in their course work--that their audience is mixed, consisting 
not only of the instructor but also of other students in the same engineering program who, 
at a minimum, share the same background provided in the common introductory and core 
engineering courses and in high school science and math courses. 
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Figure 6. The ECC project components (based on Artemeva, Logie, & St. Martin, 1999). 
95 
Students are also provided with the opportunity to learn about their instructor' s 
background and expectations through written comments, e-mail exchanges, and oral 
feedback that accompanies the written review oftheir work. 
In the communication course, each student has to craft documents that 
• suit the content and purpose of the individual project (e. g., explain a theoretical 
approach to a particular phenomenon; present and explain a software application 
that solves a particular problem; describe and explain an experiment, and so on; 
see Appendix F, p. 273 for sample projects) and 
• are accurate, c1ear, and informative to c1assmates and the instructor, while 
remaining recognizable engineering documents that respond to the requirements 
of the course and instructor's expectations. 
While the genres of the proposaI, progress report, and completion report, 
inc1uding their textual and formatting features, are discussed in c1ass, each student in the 
course has to use the genres in such a way that they would fit the purpose ofhis/her work 
(see Appendix F, p. 273). The course provides the opportunity for the students to develop 
the sense of engineering genres as responding to the exigencies (Miller, 1984/1994) of a 
particular situation, in which the content of the communication, its purpose, and the 
audience are inextricably connected. Through communication that evolves throughout the 
course, students are given a chance to gradually"grow" into the communication practices 
that are dictated by the content and audience of their communication within the ECC 
context and at a particular time in their academic careers, as far as the limitations of the 
classroom setting permit. In other words, the ECC is designed in such a way that students 
have the opportunity to learn how to respond to rhetorical situations in a generic way and, 
at the same time, to adapt this generic response to the needs of a specific situation 
(exigence). 
In designing the ECC 1 attempted to overcome the problems associated with 
c1assroom simulations ofworkplace contexts (cf. Freedman, Adam, & Smart, 1994), in 
particular, the "rhetorical confusion and thinness of discursive context" (Freedman & 
Artemeva, 1998, p. 12) that make it more difficult for students to learn domain-specific 
genres because of the lack of authentic tasks. 1 based the design of the course on the 
assumption that the tasks students perform play an important role in their motivation 
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(Bazennan, 1999). Rather than viewing their course work as dummy runs or simulations, 
students need to perceive what they are doing as being real and having consequences, as 
RGS suggest, and as Hunt (1993) observes: 
the way to create a context in which students are writing and reading for meaning 
is to put the writing and reading into situations where they serve purposes which 
the students can see as real and which they can adopt as their own. 
For example, responding to my RFP (see Fig. 7), Amy,67 a first-year student 
decided to focus on Mechanics l, a course that all engineering students take. Her personal 
motivation (what Miller [1984/1994a] calls "private intention") was to understand how 
the concepts taught in Mechanics 1 could be applied to practical engineering problems. 
Thus, the exigence for the project was dual, partially belonging to the Eee course 
requirements and partially lying beyond the Eee: the project not only had to be 
completed as an Eee assignment but also was necessary for Amy as a way to develop a 
better understanding of engineering concepts. After having received responses from her 
Eee classmates and the instructor to her electronic news group query about manageable 
engineering problems that she as a first year student could consider for the project, Amy 
chose to explore a simplified bridge design and focussed her project on the analysis of 
forces that act on truss bridges. Her Eee classmates advised her that such problems are 
useful for the deve10pment of the understanding of more advanced concepts in 
Mechanics. The electronic and in-class discussions of the project topic bring Amy in 
close proximity to her audience and makes it clear that the audience she is facing in the 
project is mixed: it includes her Eee classmates as first respondents to her queries and, 
later, drafts, and the course instructor, as the reader and marker of final versions of the 
assignments (projects documents). 
After Amy had received feedback from her audience, the purpose ofher Eee 
project became not only to satisfy her personal motivation but also to explain to her 
classmates and the Eee instructor how the chosen problem could be solved, and thus to 
educate those of the classmates who had not taken the Mechanics 1 course yet and to 
obtain feedback on the accuracy ofher solution from those who had taken it in the 
67 This example is described in Artemeva (2000a). To ensure the student's anonymity, a pseudonym is used. 
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previous tenns. To serve the first part of the dual exigence, Amy's presentation of the 
problem and its solution had to agree to the conventions ofthe genres of engineering 
documents and oral presentations, studied in ECC, and had to be suitable for the selected 
mechanics problem. 
Amy then negotiated details of the project through proposaI drafts with her 
c1assmates and with the instructor, further refining her sense of audience. After the 
proposaI had been accepted, she proceeded with the project, researching the topic, 
calculating forces, building a bridge model, and continuing to communicate with her 
audience via the news group and in-c1ass discussions. In the middle of the tenn, Amy 
produced a progress report that received more feedback from her audience through the 
newsgroup, peer conferencing, and discussions with the instructor. At the end of the tenn, 
building upon the feedback she had received from her ECC c1assmates and the instructor, 
Amy delivered a major oral presentation and submitted a completion report for her 
project. In a conversation, Amy commented that she had managed to improve her 
understanding ofthe concepts taught in Mechanics 1 and expanded her knowledge 
beyond what had been taught in that course. At the same time, she experienced different 
modes oftechnical communication as an integral part of an engineering-related activity 
and used engineering genres to suit a specific purpose ofher project (see Appendix F, p. 
273 for more examples). 
As the example above illustrates, by asking students to explore and respond to the 
rhetorical situations (Bitzer, 1968) in which they function as engineering students, the 
communication course enables them to set their own leaming objectives within the 
engineering academic context. Because they are setting their own goals based on the 
engineering course oftheir choice, their motivation is expected to be genuine. In this 
context, students can acquire strategies that would allow them to respond appropriately to 
the exigencies that arise in other engineering courses (Artemeva, Logie, & St. Martin, 
1999) and elsewhere in their engineering pro gram. 
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The Electronic Course Newsgroup 
One of the challenges 1 faced in the design of the ECC was to provide an 
environment that would facilitate students' integration into the leaming community 
(Wenger, 1998b) of engineering students. 1 was hoping that through experiencing 
"genuine discursive contexts" (Freedman & Artemeva, 1998, p.16) students might be 
guided towards a mastery of genres appropriate to engineering disciplines and their future 
profession. In order to meet this challenge, in addition to basing communication course 
assignments on the engineering courses, 1 introduced an electronic course news group as a 
forum for student discussions that provided a dialogic (Bakhtin, 1986) environment by 
supporting communicative group activities. The ECC electronic news group was designed 
to be self-regulating. To give students more control over their electronic discussions, 1 
minimized my involvement in the discussion unless asked to do so by students, although 
1 continuously read aIl the news group postings. Thus, by relying on the theoretical 
constructs ofRGS and situated leaming discussed in chapter 2,1 attempted to create a 
leaming environment that would promote intellectual teamwork (Galegher, Kraut, & 
Egido, 1990) and the development of a leaming community (Wenger, 1998b). 
Newsgroup postings are marked for completion only, which means that "students 
write in a situation where the only response to their text will be instrumental-that is, it 
will not be a comment on the merits oftheir writing" (Hunt, 1998, p. 3). Thus, the ECC 
newsgroup creates an environment in which students are not forced to play roles that are 
unfamiliar to them, as often happens in simulations (for example, when students are 
asked to write to an imaginary manger of an imaginary company [see Freedman & 
Artemeva, 1998]). The news group provides students with ongoing opportunities to 
collaborate with their peers and give and receive feedback. This feedback is expected to 
make students more aware oftheir readers because, as Bakhtin (1986) states, "The choice 
of ail [italics in original] language means is made by the speaker under varying degrees 
of influence from the addressee and his anticipated response" (p. 99). 
By reading each other's postings, students are able to see what their peers think 
about the same engineering courses and may discover different perspectives, leaming 
styles, and attitudes. Rogoff (1990) discusses the role of peer interaction as enhancing, 
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motivating, and channeling the choice of activities. Peer interaction may, therefore, lead 
to insightful solutions to unforeseen problems, which is one of the typical features ofthe 
engineering practice. The ECC project set-up and the news group give the students the 
opportunity to act as "facilitators for one another" (Rogoff, 1990, p. 183). 
Courses that allow for collaboration provide an opportunity for the instructor to 
observe c10sely what students "can do, what they actually do, what as Vygotsky 
insisted-they can almost do, and can do with a little help from their friends" (Hunt, 
1994b, p. 227). The newsgroup is a tool that promotes learning that is specifie to where 
each learner is and to where she needs to be in terms of discipline- or domain-specifie 
rhetorical skills (what Fuller and Lee [1997] callpedagogy ofhere and now). Through 
exchanging written utterances in this electronic dialogue (in the Bakhtinian terms), 
students can gradually learn how to formulate questions and provide answers appropriate 
to their learning community. From the RGS perspective, the news group enriches the 
discursive context within which the students operate in their engineering courses and to 
which they are expected to respond as student writers. The students have the opportunity 
to learn how to recognize, interpret, and respond to communicative situations; they find 
themselves in a situation that forces them to learn how to accomplish rhetorical goals 
through negotiations. Such negotiations are expected to enable students to see both the 
relative stability and relative flexibility of engineering genres because the students have 
to use and sometimes reshape genres to achieve their rhetorical goals. 
One of the purposes of a newsgroup posting is to elicit a response from a 
c1assmate. As the term progresses, the number of postings on the news group increases, 
and students are free to respond to whomever they wish. In order to elicit responses to 
their postings, many students adjust their writing to "attract" c1assmates to their 
messages. In sorne cases, the writers provide significant details related to an engineering 
course that serves as a basis for their ECC project, details that will inform their 
c1assmates and perhaps lead to a response. Similarly, sorne students choose to write an 
argumentative posting on issues related to engineering courses. Other students post parts 
of engineering course assignments and explicitly ask for help. 
For example, a second-year student posted the following question about his 
"Circuits and SignaIs" course (Artemeva, Logie, & St. Martin, 1999): 
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Today 1 also had my 3rd lab from [Circuits and SignaIs]. 1 found that the TA was 
a bit harsh today. He wanted a lot and there were quite a few people arguing with 
him on different topics. However, we draw 6 graphs for prelab and we were to 
draw 6 more during the labo The 6 graphs done in the lab were supposed to be 
accurately copied from the [oscillo ]scope. 
Three graphs were for Vr and 3 graphs were for VC. 
- Vr is the voltage over resistor 
- V c is the voltage over capacitor 
Three different frequencies were used to obtain values for Vr and VC. 
Frequencies used were 500Hz, 5000Hz, and 50,000Hz. There is one thing 1 still 
don't understand. Why when you decrease period, voltage decreases? (9/11/1998) 
Another second-year student responded: 
1 think that when you decrease the period (increasing the frequency) you give the 
capacitor less time to charge, so it cannot achieve the same potential. Correct me 
ifI'm wrong. (9/11/1998) 
The author of the original message agreed: 
1 think that you are absolutely right. 1'11 still have to check on this, but it sounds 
logical. Since potential is dependent on time, less time, less time to charge the 
capacitor, and therefore sma11er potential. Most probably you are right. 
(9/11/1998) 
A fourth-year student, Bill (whose case is presented in chapter 5) jumped in with an 
explanation: 
Decreasing the period is increasing your frequency. At higher frequencies, the 
signal oscillates between positive and negative much faster, and gives the 
capacitor less time to charge. What ends up happening is the cap[acitor] doesn't 
charge fully, and the average voltage being measured decreases. 
This theory is used _ often _ in further electronics courses, where capacitors can be 
used as DC blocks, high-frequency filters, and as elements in RF choke circuitry. 
(10/11/1998) 
This thread illustrates how the author of the original posting used an effective 
rhetorical strategy to obtain information he needed: he explained what the students had 
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done in the laboratory, what graphs they needed to obtain, and then asked a question, 
which he introduced by saying, "there is one thing 1 sill don't understand." In addition to 
achieving this goal, his posting provoked a discussion that allowed other students to 
exchange knowledge. By analyzing the dialogue that takes place on course newsgroups 
from the perspective of situated leaming, we can see that the news group does allow for 
the kind of interaction among "near-peers" that is recognized as a powerful tool for 
leaming in communities of practice (Lave & Wenger, 1990; Wenger, 1998b). 
Transition to Workplace Communication 
The goal of the ECC design was not only to introduce students to contexts and 
genres of engineering communication but also to facilitate their transitions to workplace 
communication. Because of the necessary distance between the contexts of school and 
workplace (Freedman, Adam, & Smart, 1994), it does not seem useful to assign writing 
appropriate for the workplace in the context of the university communication c1ass (cf. 
Dias et al., 1999). As Winsor (1996) observes, "c1assroom instruction alone can never 
completely prepare a student to write at work. Any such training has to be supplemented 
by situated practice" (p. 20). The engineering curriculum provides such situated practices 
in the form of co-op placements and intemship programs. However, the majority of first-
and second-year engineering students take the ECC before they start their first co-op 
placement.68 
Recent research (Dias et al., 1999; Freedman & Adam, 1996; Russell, 1997b; 
Winsor, 1996) has identified certain sets ofpractices and activities that can be 
legitimately introduced in the classroom and that are necessary for the successful 
transition to the workplace. For example, one ofthe characteristic features of engineering 
work is that "most engineering writing is ... done in teams" (Dorman & Pmett, 1985, p. 
657). By situating intellectual teamwork (Artemeva & Logie, 2002; Galegher, Kraut, & 
Egido, 1990) in the context of the engineering curriculum (collaborative writing, team 
presentations, and peer and instructor feedback), the ECC provides students with the 
68 Co-op placements and internships are offered to students with a high grade point average. A series of 
university-administered tests and job interviews with potential employers need to be passed before a 
student can obtain a job placement. 
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opportunity to generate ideas, accomplish technical work, and produce communal 
knowledge (Winsor, 1996). The ECC design encourages the kind oflearning situations 
common in the workplace. The course assignments reflect activities that take place in the 
context ofboth the engineering c1assroom and workplace. Thus, as a prerequisite for 
graduation, engineering students at Carleton University are required to pro duce and 
present a substantial engineering project in the final year oftheir studies (a so called 
"fourth year project"). Students work on this project in teams and produce collaboratively 
written project documentation and oral presentations. The final oral presentation is often 
assessed by both the university prof essors and industry representatives and sometimes 
leads to employment opportunities. The communication course assignments are designed 
to introduce students to the genres that such team projects involve, that is, proposaIs, 
progress reports, and completion reports. In addition, the ECC provides students with the 
opportunity to practise communication strategies that help develop an effective team 
presentation addressed to a mixed audience. These communication strategies are typical 
of the engineering workplace. By introducing students to and involving them in an typical 
(though simplified) engineering project, the ECC attempts to help students leam domain-
specific communication strategies that will allow them to "read" rhetorical situations in 
their engineering courses and in the workplace and respond appropriately, thus 
facilitating their transition to the workplace. In summary, the overall course philosophy, 
its design, and its various components provide an environment in which students' 
initiative, teamwork, and communication are encouraged, as discussed earlier in this 
chapter. 
One of the goals of the ECC is to help students develop rhetorical flexibility. 
Under the modem conditions ofthe workplace, where "fluid" forms (Gee, 1996) of 
professional activities are emerging, groups form and function as a whole while working 
on a particular project and then dissipate, and their members become parts of new groups 
and projects. In other words, what becomes more and more important in the achievement 
of professional goals is the ability to adapt to changing work environments, requirements, 
participants, and audiences (Gee, 1996). In order to achieve the goals reviewed in this 
chapter, 1 tumed to RGS and situated learning theories as the theoretical basis for the 
ECC specifically because they foreground the role of context, particularly, the tacitly 
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understood and richly complicated context within which rhetorical transactions and social 
actions take place (Medway, 1993). While school assignments have often been criticized 
as decontextualized (e.g., Freedman & Artemeva, 1998; Meyer, 1996; Winsor, 1996), the 
reality is that, as Lave and Wenger (1990) point out, "schools themselves as social 
institutions and as places of learning constitute very specific contexts" (p. 40). The ECC 
design addresses this specific context by situating its project within the engineering 
program at Carleton University. 
The development of the longitudinal study, in which 1 traced learning trajectories 
ofa group ofstudents who took the ECC in 1997-1999 and the study's methodology are 
discussed in detail in the following chapter. 
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CHAPTER 4 . METHODOLOGY 
... the data [are] ... our own constructions of other people's constructions 
ofwhat they ... are up to. 
(Geertz, 1973, p. 9). 
In this chapter 1 discuss the methodology of the longitudinal, multicase, 
multimethod study presented in this dissertation. The design of this study is emergent: the 
study that began in 1997 as an assessment of the pedagogical approach used in the design 
of the ECC gradually developed into a qualitative, longitudinal exploration ofECC 
students' trajectories in learning engineering communication strategies. 1 conducted 
research within the qualitative paradigm, treating the study as interpretive inquiry "in 
search ofmeaning" (Geertz, 1973, p. 5) and loosely following the principles ofwhat 
Charmaz (2000, 2002) labels a constructivist grounded theory approach (which, as 
Charmaz argues, is less positivist than the original version of the grounded theory as 
developed by Glazer and Strauss, [1967]). Constructivists see knowledge as socially 
constructed and representations of qualitative inquiry as assisting in the construction of 
knowledge (Schwandt, 2000; Stake, 2000). In my study, 1 collected data from a group of 
study participants over the span of eight years (1997-2005), while engaging in concurrent 
and recursive data analysis, interpretation, and reflection, and continued to check 
emerging ideas and fill in the gaps by collecting further data, analyzing them, checking 
my interpretation with the participants, and writing case studies (for similar approaches to 
data collection and analysis see, for example, Charmaz, 2000, 2002; Lincoln & Guba, 
1985; Stake, 2000; Strauss & Corbin, 1998). 
As is often done in qualitative interpretive inquiry when researchers "study the 
lived experience of a specific population" (Northem Arizona University, 1997), 1 used a 
purposive sample (cf. Miles & Huberman, 1994; Patton, 1990) of study participants. 
Purposive samples allow qualitative researchers to choose "people or situations within a 
project that will prove the most fertile, given the nature of the research question" 
(Association for Qualitative Research, n.d.). The participants who comprised a purposive 
sample in my study were volunteers from among my former ECC students who took the 
ECC in 1997-1999. They comprised a sample chosen from a population ofstudents who 
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shared sorne important experiences: for example, they all were engineering students at 
the same Canadian University during the same time period; they all took the ECC in the 
first two years that it was offered and with the same instructor (myself), and so on. 
In the study, 1 used a multicase, multimethod approach to data collection and 
analysis. Because one of the main objectives ofmy study was to trace individual changes 
in the participants' perceptions of engineering communication as activity, in which the 
participants were engaged, the case study approach seemed particularly suitable. 1 
collected sets of data from a purposive sample of study participants and treated these sets 
of data as individual cases (cf. Miles & Huberman, 1994; Stake, 1995,2000; Yin, 1994), 
an approach that allowed me to preserve "multiple realities" (Stake, 1995, p. 12) as 
conveyed by the participants over the years. 
1 refer to my study as multicase because 1 used several individual case studies, 
each ofwhich represented a particular trajectory in student learning of engineering 
genres. As Stake (2000) observes, multicase design adds to the trustworthiness and value 
of the knowledge constructed through a qualitative study (also see Donmoyer, 1990). 
Individual case studies provided me with a means by which 1 could learn about 
participants' learning trajectories "through the discussion of actual situations and 
circumstances, by following the actions and analyzing the ... decision process of real 
people, faced with real problems, in real settings" (Naumes & Naumes, 1999, p. 36). The 
case study approach became an integral part ofthe emergent qualitative design as it 
allowed for "progressive focusing" (Stake, 1995, p. 8); that is, it allowed me to reconsider 
and develop research questions through data collection and analysis (see chapter 1). New 
questions arising from the data analysis required the development and use of new 
methods, which, in tum, led to the development of more precise questions. 
1 refer to my study as multimethod because 1 have used multiple methods of data 
collection and analysis for both intra- and inter-case exploration of the data and for 
triangulation purposes. By employing the multicase design with multiple methods (Miles 
& Huberman, 1994),1 have aimed at producing a "thick description" (Geertz, 1973) of 
the participants' learning trajectories with an emphasis on the changes in their perceptions 
of domain-specifie communication strategies and their views ofthemselves as 
engineering communicators. 
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The role of the reflective researcher has been considered one ofthe important 
features of qualitative research (e.g., Denzin and Lincoln, 2000b; Maykut & Morehouse, 
1994; Miles & Huberman, 1994; Price, 1999). One of the central formative features of 
this study is my complex role as teacher/researcher. Below 1 discuss the role of the 
researcher in my study and then proceed with the discussion of research ethics, the study 
participant selection, types of the data collected, methods of data collection, analysis, and 
triangulation. 
Role of the Researcher 
My role in the study is a complex one, which can be best interpreted from a 
perspective that combines the principles ofparticipatory action educational researeh (e.g., 
Reason & Bradbury, 2001a, 2001b; Sudweeks & Simoff, 1999; Kemmis & MeTaggart, 
2000) with the position taken by the researeher in eonstruetivist qualitative approaehes, 
as deseribed by Charmaz, (2000, 2002). It is best deseribed as an evolving combination 
of the following sub-roles that are dynamieally intereonneeted, eomplementary and, at 
times, eompeting (see ehapter 1): 
• initially, the researeher involved in partieipatory action researeh. This role 
inc1uded a combination of sueh sub-roles as the ECC developer, its 
teaeher, and assessor; 
• later, the scholar and researcher who seeks answers to her theoretical 
questions about the processes of domain-specifie genre learning and 
explores the effects of university teaehing and learning on subsequent 
integration of former students into workplace communities of practice. 
As discussed in ehapter 1, the earlier stages of the study (1997-1999) were 
conceived as a teacher/researcher project. 1 started the study in order to conduct a 
pedagogical assessment of the effectiveness of the ECC design with the intention to 
evaluate and further develop the princip les of effective pedagogy for teaching 
communication courses for technical disciplines and professions. Therefore, from the 
very beginning of the study, my data collection methods reflected the "indwelling" 
posture ofthe researcher (Maykut & Morehouse, 1994). 
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As the analysis of the data started to reveal aspects of the development ofstudent 
learning trajectories in their learning of engineering communication strategies and, 
therefore, triggered the development ofnew research questions, the focus of the study 
gradually expanded from a pedagogical assessment of the effectiveness of the course 
design to a theoretical exploration of the participants' development into communicators 
within their profession. Concurrently with the formation of new research questions, my 
teacher/researcher role started to transform into the role of a qualitative researcher who 
seeks to find theoretically sound answers to the questions of domain-specific genre 
learning and changes in the participants' views of communication, as emerging from the 
ongoing data analysis (see chapter 1 for the discussion of the evolution ofresearch 
questions). 
This complex evolving role required me to perform a careful balancing act: 1 had 
to acknowledge and address both the biases of a teacher/researcher involved in classroom 
action research (in a somewhat limited context of a particular university pro gram) and the 
agenda of a researcher who is studying the process of genre learning in a more general 
context of the school-to-work transition, defined by its temporal and spatial dimensions. 
Overall, the complexity of my role as a researcher has allowed me to combine the 
longitudinal qualitative aspect of the study with its action education research aspect. The 
longitudinal theoretical exploration of the data has revealed a detailed picture of the 
trajectories in student learning of domain-specific communication strategies, i.e., genres, 
while the action research aspect of the study has allowed me to continuously modify my 
teaching practices and the ECC design. 
Another aspect of my complex role as a researcher in this study is my close 
proximity to the study participants, as aIl ofthem were at sorne point students in my ECC 
classes. While it has been noted in the literature that the development of a trusting 
relationship with research participants allows for real collaboration between an observer 
and the observed and hence, for joint construction of meaning (e.g., Donmoyer, 1990; 
Fontana & Frey, 2000), such a close relationship may raise questions of the ultimate 
ownership ofresearch data and their interpretation, that is, questions of ethics. To ensure 
that the study would meet the requirements of the Tri-council policy statement: Ethical 
conductfor research involving humans (1998), 1 solicited approvals from the Ethics 
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Research Boards ofboth McGill and Carleton Universities at each stage ofthis 
longitudinal study. 
Infonned Consent 
Because the study was conducted in several stages, it received several approvals 
from Carleton University and McGill University's Faculty of Education Ethics Research 
Boards (see Appendix D, p. 262). At the earlier stages of the study, 1 obtained an 
approval from the Carleton University ERB (1998). In an attempt to ensure that 
c1assroom power relationships between students and the teacher would not affect my 
fonner students' decisions to participate in the research, 1 did not ask students for their 
infonned consent until after they had completed the course. When approaching the 
students, 1 explained what the research would entail and asked for voluntary infonned 
consent. A self-selected group of fonner students provided me with infonned consent to 
participate in the earlier stages of the study. 
In 2001, at the later stages ofthe study, after having obtained approval from 
McGill University's Faculty of Education ERB (Appendix D, p.262), 1 solicited another 
infonned consent fonn from the study participants. At this stage, 1 conducted face-to-face 
interviews with participants and negotiated their pseudonyms. 1 suggested that all real 
names ofthe participants would be substituted by pseudonyms in order to preserve 
anonymity and proposed that the participants choose their own pseudonyms. 1 created 
pseudonyms for those participants who had asked me to find a fictitious name for them. 
Each participant, therefore, is aware ofhis/her pseudonym but does not know real 
identities and pseudonyms of other participants. 
The last stage ofthe study inc1uded collection of member checks from the 
participants, as a triangulation strategy. In addition to the approval received in 2001 from 
the McGill's ERB, this stage was also approved by the Carleton University ERB 
(Appendix D, p. 262) because sorne ofthe participants were enrolled in Carleton 
University graduate programs at the time. 
In other words, obtaining infonned consent in my study has become an ongoing, 
negotiated process that continued throughout the work. 
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Study Participants 
At the early stages of the study, 1 tumed to volunteers among my former ECC 
students who had completed the communication course and agreed to continue to 
participate in the longitudinal study for several years after the course completion and 
asked them to participate in my research. This group included students who had taken the 
ECC at different points in their university studies and later moved on to other university 
courses and workplace. The composition ofmy communication classes in 1997-1999 
allowed for that, as in addition to tirst- and second-year students who were required to 
take the course, there was always a group ofthird- and fourth-year students who had 
postponed taking the course for various reasons. That is, in my classroom, 1 was able to 
interact with representatives ofvarious engineering student groups at different points in 
their academic careers. This group of students constituted the original pool from which 1 
needed to obtain a theoretical, purposeful (Leedy, 1997; Miles & Huberman, 1994; 
Patton, 1990) sample. 
Acknowledging that "any given classroom is like all classrooms, but no two 
classrooms are the same" (Denzin & Lincoln, 2000, p. 370), and keeping in mind that the 
purpose of my research required me to focus on the changes in individual students' 
perceptions ofthemselves as communicators and on the causes of the changes in these 
perceptions, 1 did not choose to focus on a particular class. Instead, the research sample in 
the study is one of convenience and is self-selective because it consists ofvolunteers who 
chose to participate in the study and continued to do so for its duration. The sample 
consists often former students who were enrolled in several sections of the 
communication course that 1 taught in 1997-1999. It is important to note that the course 
followed roughly the same course outline in 1997-1999, the essence ofwhich is described 
in chapter 3 (see Appendix G, p. 277). 
The total number of students who tirst volunteered to participate in the earlier 
stages of the study (1997-1999) was over 100. It has been observed in the literature that 
one of the major problems with longitudinal research is that of participants' commitment. 
It has also been noted that the relationship of trust between the researcher and the 
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participants is the comerstone of any successfullongitudinal research (e.g., Donmoyer, 
1990; Mann & Stewart, 2002; Mason, 2002). With regard to this concem, in the 
preliminary stages of my research, 1 was impressed by the number of students who 
agreed to participate in the study and continued to consistently respond to electronic 
questionnaires and even attend face-to-face meetings. 1 considered such a response from 
former students a demonstration of the relationship of trust 1 had established while they 
were enrolled in my course. 1 must, however, note that sustaining such a long-term 
relationship with a large number of participants was difficult, especially after the students 
had graduated from the university, though this difficulty was expected (cf. Mann and 
Stewart's [2002] observation that "the participants' commitment to the research purposes 
is a paramount factor in ensuring continuity of communication" [p. 607]). Over the years, 
the group of consistent respondents shrank considerably. At the later stages (2000-2005), 
ten participants from the original sample remained in the study (about a 10% 
participation rate). The data supplied by this group of participants are at the centre of this 
study. 
Each participant spent six to eight years in the study, depending on the year 
shelhe took the ECC. Table 2 provides information on the year in which each of the ten 
participants took the ECC and, consequently, on the number of years each spent in the 
study. 
Data Collection and Analysis 
Data collection and analysis in this study occurred concurrently. However, for the 
convenience of the presentation ofthis process, 1 describe it below in two separate 
subsections. 
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Table 2. Years that Participants Spent in the Study 
Participants' Aisha 
Pseudonyms 
Total 
numberof 
years in the 
study 
7 
Bill 
7 
Daniel Jonathan Lynne 
7 6 7 
Moe Rebecca Sami Vic 
8 8 7 8 
Comments ,.. Aisha took ECC in the Winter term of 1998 and dropped it after the first 
assignment; she then took the course a year later, in the Winter of 1999, and 
completed it. 
Data Collection 
The principal data collected from the study participants consist of in-class 
questionnaires; ECC electronic newsgroup postings (NGPs); electronic asynchronous 
interviews (or "electronic questionnaires"); e-mail messages; audiotaped interviews and 
their transcripts; interview field notes, and sorne additional documents. Written 
assignments and other documents are not included in the principal data and are 
considered secondary data (Appendix H, p. 294). In this study, secondary data were 
occasionally used as evidence supporting the trends identified through the analysis of 
principal data. A detailed analysis of secondary data is beyond the scope of this study and 
will be included in a separate study. 
As a teacher/researcher, 1 routinely made copies of students' assignments 
produced in the ECC. As a teacher, 1 used those copies as an instructional aid in 
subsequent years upon receipt of former students' consent and upon removal of aIl 
identifiable information. As a researcher, with the participants' approval, 1 kept those 
copies as possible data. Among other types ofwriting, these samples included 
participants' responses to in-class questionnaires, the Initial Profile and End-of-Term 
Questionnaire (see chapter 1 and Appendix E, p. 267). The questionnaires were built into 
the ECC design for the purposes of student self-reflection and consciousness-raising, on 
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Walter 
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the one hand, and to provide infonnation to the instructor, on the other hand, as described 
in chapter 1. These questionnaires provided the basis for the study and supplied first 
glimpses into the participants' initial views of engineering communication and their 
perceptions ofthemselves as communicators. 
On the basis of the participants' responses to in-c1ass questionnaires and in order 
to find responses to the questions 1 fonnulated at the earlier stages of the study (see 
chapter 1), 1 designed the first series of asynchronous electronic interviews, or electronic 
questionnaires, that 1 e-mailed participants. 1 continued to e-mail electronic 
questionnaires on a regular basis over the time span of the study, regularly repeating--
sometimes verbatim and sometimes in a rephrased fonn--important questions to trace 
changes in the participants' responses over time and inc1uding new questions developed 
on the basis of the analysis ofresponses received to the previous ones (see Appendix E, 
p.267). 
Personal knowledge of my participants has allowed me to escape the problems 
usually associated with computer-mediated communication (CMC) as a method of 
qualitative research; that is, a disembodied experience of electronic interviewing, the 
danger of falsified data, and so on (cf. Mason, 2000, 2002; Mann & Stewart, 2002). In 
addition to other advantages, such as the possibility of printing out participants' responses 
and saving them in the required fonnat, CMC interviewing used in this study helped me 
to save costs associated with transcribing (i.e., hiring oftranscribers or transcribing 
multiple interviews), delays caused by the transcribing itself, and the need for correcting 
inaccuracies in transcripts (cf. Poland, 2002). CMC has added a dimension of 
convenience and speed to the study: because the study participants were engineering 
students who later became professionals, they felt at ease working at a computer and 
usually had easy access to e-mail on campus, at work, and at home. CMC has made it 
possible for me to contact aIl participants at the same time, send out the same questions to 
al! of them, and then to follow up on their responses by sending individual e-mails 
directed toward c1arifying individual responses and eliciting additional infonnation (cf. 
Mason, 2000, 2002; Mann & Stewart, 2002). At the same time, electronic interviewing 
has allowed sorne participants to take occasional control of the communication itself: 
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sometimes study participants would contact me on their own initiative and send me 
questions, stories, and even written documents attached to e-mail messages. 
Often, the absence ofhuman proximity provided by face-to-face interviewing, the 
loss ofbody language, and the lack of opportunity for spontaneous dialogue are 
considered the main drawbacks of CMC research (e.g., Mason, 2000, 2002; Mann & 
Stewart, 2002). To avoid these pitfalls and to address new research directions that were 
developing as the initial pedagogical assessment goals started to give way to more 
theoretical questions (see chapter 1),1 modified the methodology of the study in 2000 by 
combining asynchronous electronic interviews with qualitative face-to-face interviews. 1 
designed a guide to face-to-face interviews (Appendix l, p. 295) that provided common 
direction for the interviews with the study participants (20 at that stage ofthe study). At 
the same time, as the guide was only loosely followed during the interviews, each ofthe 
participants had the opportunity to take the interview in an individual direction, while 
covering roughly the same ground. 1 took field notes and audiotaped the interviews. 
Later, 1 coded all identifying information and kept the tapes in a safe location, to which 
only 1 had access, to protect privacy ofthe participants. 
1 listened to the interview tapes multiple times and took notes. If! had questions 
based on the interviews, 1 would e-mail my questions to the participants asking them to 
add to or c1arify what they had said in the interviews. In a few cases, when the 
participants were easily available for additional interviews or offered to be interviewed 
again, 1 conducted sequential (in sorne cases, multiple) follow-up interviews that 
provided additional information. In order to avoid pitfalls associated with the third party 
transcription of audiotaped interviews (poland, 2002), 1 selectively transcribed the tapes 
myselfwith the aid ofmy field notes and other supporting data. For the preliminary 
analysis 1 used what 1 came to caU mixed selective transcripts (see Figure 7). Mixed 
selective transcripts combined sorne word-for-word and sorne partial transcription (i.e., 
general themes presented in {} in Fig. 7), with the audiotape timeline that would aid in 
locating a particular part of the interview on the audiotape. 1 created the audiotape 
timeline on the basis of the cataloguing approach designed by Tannen (1984, p.164), who 
developed this approach to aid researchers to locate particular parts of the interview on 
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the tape without having to transcribe the whole interview. For the initial transcription 
(before coding), 1 used questions and answers as rough units. 
Document code unit Natasha Daniel 
# time 
D 1 26/02/01* 39 So l'm doing a directed study with [the 
supervisor].It's a lot of fun, as far as 1 can tell. 
So, it's very light at the moment, just doing 
research, you know, getting articles. So, you 
will see a draft of a paper at the end, if [the 
supervisor] doesn't have a problem with it. It's 
basic research, just evaluating the basic ... 
8:48 methods, so it's nothing ... 
D 1 26/02/01 40 l'm looking 
forward to 
it. So, do 
you think 
you did the 
right thing? 
D 1 26/02/01 41 {Daniel says he wanted to rush with the start 
--
ofhis Master's because ofhis girlfriend who 
went to college. Talks about his tuition that he 
has to pay himself as a part-time student for 
one course until the funding cornes through} 
D 1 26/02/01 42 {suggests 
he should 
geta 
TAship} 
D 1 26/02/01 43 {doesn't think he'd get one because of his low 
10:03 GPA} 
Comments. *Document code indicates that the data were collected from Daniel (D) in the form 0 
an interview en, which took place on February 26,2001. 
Figure 7. Sample ofMixed Selective Transcript (before coding). 
In addition to the various data collected from the study participants, 1 was 
engaged in informaI memoing throughout aIl stages of the study. 1 took the memoing 
technique as described by Miles and Huberman (1994) as a starting point and adapted it 
for my own purposes. In other words, 1 was writing fairly short notes to myself as 1 was 
engaged in data collection and analysis, attempting to "tie together different pieces of 
data into a recognizable c1uster, often to show that those data [were] instances of a 
general concept" (p. 72). 1 also used informaI memos to reflect on my changing role as a 
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researcher, the theoretical concepts used in the study, and other aspects ofthe research, 
often re1ying on them as "the most useful and powerful sense-making tool at hand" (p. 
72). 
April 15,2004 
Ph.D. 
From 
Memo 
Theory 
Katz, Susan (1998). The dynamics ofwriting review: Opportunitiesfor Growth and 
change in the workplace. Stamford, CT: Ablex: 
• Socialization and individualization - can they be compared to Vygotsky's 
intemalization (what happens during socialization) and individualization (what 
happens during extemalization)? 
• Socialization and individualization - perspective from the organizational/indiv. 
point ofview vs. Vygotsky's view from the individual development 
perspective. 
Figure 8. A Sample Memo. 
For example, a memo based on my reading of Katz's (1998) book (Fig. 8) later 
fed into the analysis and interpretation of the case study of one participant (Case One, 
chapter 5) and became a part of the case write-up. Other memos complemented the body 
of data and contributed to other parts ofthe study in a similar way by reminding me of 
my ideas, providing connections between pieces of infromation, and supplying ideas. 
Data Analysis 
The data analysis methods 1 have employed in this study are loosely based on the 
principles ofwhat Charmaz (2000, 2002) caUs a constructivist version of the grounded 
theory approach. Within the grounded theory framework, 1 have used the constant 
comparative method for categorization (e.g., Miles & Huberman, 1994), and 1 have 
complemented categorizing strategies with the analysis of the context, or connecting 
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strategies, as recommended by the constructivist approach (e.g., Channaz, 2000, 2002, 
Maxwell & Miller, 1992,2002). 
According to Channaz (2000), the constructivist approach to grounded theory 
"distinguishes between the real and the true. The constructivist approach does not seek 
truth - single, univers al, and lasting. Still, it remains realist because it addresses human 
realities [emphasis in original] and assumes the existence ofreal worlds "(p. 523). While 
the founders of the grounded theory approach, Glaser and Strauss (1967), suggest that the 
data speak for themselves, and Strauss and Corbin (1998) write of "the reality of the 
data" (p. 85) and often imply that "the data don't lie" (p. 85), Chararnz emphasizes that 
qualitative data do not speak for themselves. She recognizes that rich data collected from 
multiple sources are not the actual experiences - rather, these data are narrative 
reconstructions of experiences (cf. Clandinin & Connelly, 2000). Since it is the 
researcher who poses questions to the data, the codes that the researcher develops when 
categorizing the data cannot but be influenced by the researcher's worldview and the 
actual questions she asks. In other words, it is in the act of analysis, according to Geertz 
(1973), that the "structures of significance" are sorted out (p. 9). 
The constructivist approach to grounded theory presupposes a comfortable close 
relationship between the researcher and study participants that should allow the 
participants to tell their stories without forcing them to edit their experiences (cf. 
Donmoyer, 1990). The goal of this approach is to achieve interpretive understanding of 
participants' and researcher's emergent meanings. To achieve this goal, a constructivist 
grounded theory researcher needs to gather "extensive amounts ofrich data with thick 
description" (Channaz, 2000, p. 514) and use careful triangulation. As Stake notes 
(2000), multicase design has been successfully combined with grounded theory (p. 449) 
precise1y because it supplies the researcher with rich data with thick description. The 
design of my multicase, multimethod study and my research questions reflect the 
philosophy of the constructivist version of grounded theory in that they aim to interpret 
how the participants construct their perspectives on communication within their 
profession over a span of time. 
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Combining Categorizing and Connecting Strategies 
The constant comparative method (Glazer & Strauss, 1967; Miles & Huberman, 
1994; Strauss & Corbin, 1998) allowed me to develop and retine emergent categories 
during the data analysis. 1 combined categorizing strategies with connecting strategies as 
suggested by Maxwell (2005) and Maxwell and Miller's (1992, 2002) in order to achieve 
a balanced view ofrecurrent trends that emerge through the analysis of the data and the 
contexts in which these trends appear. This combination of strategies provided me with 
an opportunity to move between such familiar strategies as coding, which allows for the 
data to be grouped according to their similarities or differences under certain categories, 
and connecting (or contextualizing), such as case synopses, narrative summaries, 
narrative approaches to interviewing, and so on. While categorizing strategies group the 
data under particular codes and, thus, create a new order ofthe data, connecting strategies 
reveal the data as they occur in their natural context. Maxwell and Miller (2002) view a 
combination of similarity-based (coding) and contiguity-based (contextualizing) 
strategies "as fundamental to the conceptual processes and strategies on which qualitative 
data analysis is based" (p. 2). Complementing categorizing strategies with connecting 
ones not only provides a researcher with a deeper understanding ofthe data but also 
becomes a necessary methodological triangulation strategy (Maxwell & Miller, 1992, p. 
9). 
Managing and Analyzing Verbal Data 
In my study, 1 was dealing with a massive amount oftextual data collected from 
multiple participants over a long period oftime. 1 kept aIl the data (except the audio 
tapes) in an electronic format in computer files and in hard copies. To be able to use both 
categorizing and connecting strategies when working with different types of textual data, 
1 adopted the techniques for analyzing language proposed by Geisler (2004). Geisler 
suggests using the easily available software application Excel for storage, retrieval, and 
analysis ofverbal data. Because aIl my ECC teaching records had been kept in Excel 
since 1997, and because 1 was very familiar with this application as a teacher, 1 chose to 
select sorne of the techniques described by Geisler (2004) and adapt them for the 
118 
purposes ofmy study. Below, 1 briefly describe those features of Geisler's techniques 
that 1 found particularly useful for my research. 
Using Excel features that allow a researcher to keep all verbal data in separate 
workbooks containing numerous worksheets, 1 stored all the data collected from one 
participant in one workbook, with each worksheet storing one document (e.g., an in-c1ass 
questionnaire, electronic questionnaire, interview transcript, and so on). The software 
provides opportunities for dividing text into units and ascribing codes to the units during 
the categorizing part of the analysis. In the categorizing part of the analysis, 1 was 
looking for statements that reflected participants' perceptions of and actions with regards 
to communication in a variety of contexts.69 Such statements would reflect a participant's 
perception ofvarious components of communication such as audience awareness, an 
understanding ofthe purpose of communication, collaboration, and so on, at various 
stages of the study. In addition, such statements reflected participants' perceptions of 
themselves as members ofthe profession, their views of professional genres, their 
perceptions ofthe levels of activity they were engaged in when communicating, etc. 
Defining such statements as units of analysis allowed me to conduct intra- and inter-case 
comparisons. These comparisons, in tum, provided me with the opportunity to trace how 
participants' perceptions of communication and their mastery of professional genres 
changed with time. The formatting of data in Excel worksheets and workbooks allowed 
me to retrieve coded data along with the document code, unit number, the researcher's 
question (where applicable), the assigned code, and comments (see Fig. 9 for an example 
of coded data). 
For example, when conducting the data reduction exercise within the same case, 1 
moved from the participants' words (e.g., "because 1 am not an engineer yet") to a 
descriptive code ("identifies herself as a novice, a junior member of COP, with limited 
responsibility") to a more conceptual code ("sense of peripheral memhership in the 
profession") (see Fig. 9), and then, when reducing the data across the cases, 1 would 
develop a higher level code that would encompass lower level categories ("membership 
in COP"). 1 conducted this exercise repeatedly in all cases. Storing data in Excel made it 
69 1 would like to thank Jennie St. Martin for assisting me with the coding of one worksheet from Rebecca's 
Excel W orkbook at the earlier stages of the categorizing part of the analysis (cf. suggestions for an 
additional coder provided by Geisler [2004]). 
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relatively easy to account for all collected documents from all participants. The use ofthe 
Find function in Excel (this function is similar to the Find function used in MS Word) 
allows one to have access to similarly coded data within one workbook as well as across 
several workbooks, thus lending the data to the intra- and inter-case analysis. In addition, 
the Find and Replace function allows the researcher to change/refine codes throughout a 
whole workbook and/or across several workbooks. The relative ease of data management 
and retrieval in Excel through the Find function allows the researcher to complement 
categorizing strategies with the advantages of connecting strategies (cf. Maxwell & 
Miller, 1994, 2002) because this function provides opportunities for the retrieval of codes 
and corresponding words, phrases, and longer passages embedded into the context in 
which they were used. In addition, Excel allows one to provide hyperlinks within the 
documents that would connect particular parts ofthe text. In other words, Geisler's (2004) 
techniques adapted for the purposes ofthis study have served as the main way of storing, 
retrieving, and analyzing data within the categorizing and connecting analysis framework 
(Maxwell & Miller, 1992, 2002). 
Document Code Unit Nat. Rebecca Descriptive Conceptual 
# Time Codes Codes 
R 1 PT 18/03/02* 20 l write for the use by ... who the sense of 
-- -
engineers and l write readers are at audience 
[reports] ... for the use by work 
senior engineers who are 
trying to deal with the 
whole system, the whole .. 
. [vehic1e]. For the 
departrnents, not for 
10:04 somebody in particular. 
R 1 PT 18/03/02 21 Because l am not an identifies peripheral 
engineer yet, herselfas a membership in 
nOVIce, a the profession 
Jumor 
member of 
COP; limited 
responsibili ty 
R 1 PT 18/03/02 22 l give them to my boss who feedback as collaboration 
-- -
is a P. Eng. because l can't the forrn of with an old-
sign them. He reviews them collaboration timer 
and then l fix them up and 
they go up the chain. 
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R 1 PT 18/03/02 23 {Comments from the boss: fewer old-timer's 
small things; yOll have to be comments feedbackon 
very concise, and words from the writing at work 
shouldn't have double "boss" as an 
meaning. Nowa lot less indication of 
11:21 feedback than before}. improvement 
Comment. *The document code indicates that the data were collected from Rebecca (R) in the form of an 
Interview (1) that was partially transcribed (PT). 
Figure 9. Sample ofCoded Mixed Interview Transcript. 
Stages of the Analysis 
The analysis of the data collected from the ten study participants was conducted 
in several stages. First, following the princip les ofthe grounded theory approach, the 
analysis was conducted concurrently with data collection, leading to the development of 
follow-up questionnaires, e-mail messages, and sometimes, audiotaped interviews. These 
additional data were then analyzed within the same categorizing and connecting 
framework as the original data. 
Because "the line between use of existing theory and new theory is hard to draw" 
(Ely, Vinz, Downing, & Anzul, 1997, p. 250), especially in interpretive inquiry, the 
researcher needs to gradually move "along the continuum from the established to the 
new" (p. 250). In this study, the recurrent search for patterns in context and their 
interpretation gradually fed into the refinement of the combined RGS-AT-situated 
learning theoretical perspective on genre leaming (see chapter 2) and the concurrent 
theory building from the data. The following is an illustration of the code development: 
Bill's observation about the role of mentors in his professional development ("1 had 1 had 
a lot of positive role models from people, which was like that 'you don't know what's 
here, let me explain it to you.' 1 guess the first couple of years that 1 worked were really 
beneficial, because people took a lot oftime and effort to guide me, 1 guess, and that's 
one ofthe reasons why 1 think l'm doing it today, it's because 1 received positive support 
back then"[I, 28/0111999]) and part ofRebecca's transcript where she speaks about 
collaboration with her boss (Fig. 9) ("I give them to my boss who is a P. Eng. because 1 
can't sign them. He reviews them and then 1 fix them up and they go up the chain") 
represent instances that were eventually grouped under "work in the ZPD in COP." When 
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comparisons across cases were conducted, all comments about work with workplace 
mentors and the help that mentors provided were coded this way. 
In addition, the analysis revealed the formation of the stories (Clandinin & 
Connelly, 2000; Stake, 2000; Wenger, 2005a, 2005b) told by the participants over the 
years of the study, with each ofthese stories exemplifying particular theoretical aspects 
of the study, highlighting sorne idiosyncratic attitudes, and serving for the reconception 
and refining of research questions. 
Second, in the later stages of the study, 1 conducted another round of close 
analysis of each of these stories, and worked on data reduction, striving to construct case 
reports following Stake's (2000) assertion that "the purpose of a case report is not to 
represent the world, but to represent the case" (p. 448) by supplying thick description of 
rich data. 
In my search for an appropriate representation form for the findings, 1 was 
100 king for a way "to present [each] case so that it can be read with interest in the case 
itself' and so that at the same time, 1 could pursue my other "agenda - to leam from the 
case about sorne class ofthings" (Peshkin as cited in Stake, 2000, p. 438). 1 have 
reviewed novel approaches to case presentation proposed and used by Lawrence-
Lightfoot and Davis (1997), Reisman (1993), and Richardson (1995,2000), in which they 
recommend that qualitative researchers move away from positivist "reporting on 
research" toward "creative analytic writing practice" (Richardson, 2000, p. 929) such as 
portraiture, poetic representation, narrative of the self, reflective accounts ofwriting, 
mixed-genre representation, and so on. However, 1 did not find these forms of 
representation suitable for my research questions and the type of data 1 was dealing with, 
particularly because of the nature ofthe questions 1 was asking and the nature ofmy data, 
the majority ofwhich were collected via computer mediated communication (CMC). For 
the purposes of my study, 1 decided to adapt the form of representation that had been 
originally proposed by Fischer and Wertz (1979), that is, the form of an Individual Case 
Synopsis (ICS). 
The original Illustrated Individual Case Synopsis was proposed by Fischer and 
Wertz as a form that allows the researchers to reveal a summative experience of study 
participants in the context of a particular situation and to present this experience in a very 
122 
close approximation to the participants' own words. 1 modified the form so that it allowed 
me to present an individual participant's leaming trajectory in his/her leaming of 
engineering communication strategies, with a focus on change through time. In my study, 
the modified Case Synopses produced in the process of data analysis reflect the 
historical--in Vygotsky's terms (1978, p. 64)--development of the individual participants' 
leaming trajectories. 
Several participants supplied me with a particularly complete body of data (over 
50 sources of data). For the detailed data analysis, 1 chose four participants out ofthis 
group. The ones 1 chose--Bill, Moe, Rebecca, and Sami--were forthcoming in their 
communication with me over the years of the study, and their stories were particularly 
coherent. Each ofthese four participants had taken the ECC in a different year of the 
Engineering program: Moe, in the first year; Rebecca, when she was taking courses in a 
split firstlsecond year pattern because she had failed sorne of the first year courses; Sami 
took it in the second year, and Bill, in the fourth year.70 These participants' stories are 
presented in the four Individual Case Synopses that are included in chapter 5. 
In the third stage, once the drafts ofthe four case studies were produced, 1 
conducted another round of a close analysis of responses collected from the remaining six 
participants and added the findings ofthis analysis to the findings of the analysis of the 
four cases. Once the analysis of the participants' responses had revealed common trends 
in the changes in the participants' views of communication in their profession, 1 
conducted a data reduction exercise: 
1. the trends were organized into an Excel table (see Appendix J, p. 297) to simplify 
storage and retrieval ofthe prominent common trends in the responses. These 
trends served as the basis for the Individual Narrative Summaries (lNS). INS were 
written to represent changes in the participants' perceptions of the role and place 
of communication that occured over time; 
2. individual, participant-specific responses were identified and explored, and 
illustrations of the trends selected; 
3. on the basis ofthe close analysis ofthe response trends and individual 
idiosyncratic features of the responses, INS for each of the remaining six study 
70 The participant sample did not include any former students who had taken the ECC in the third year. 
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participants were written (see Figure 10 for an illustration and Appendix K, p. 300 
for all complete INS); 
4. the INS were condensed into an Overall Summary of Experiences (OSE) ofthe 
common trends in questionnaire responses. The OSE, inc1uded in chapter 5, is a 
summative representation ofthe main trends in the CMC responses collected from 
all ten participants over the time period of five to seven years 
Findings of the study and their analyses are presented in chapters 5 and 6 in the 
fonu of four Individual Case Synopses and the Overall Summary of Experiences. 
Because in my study 1 adopted Richardson's (2000) view that qualitative research writing 
is "a method of discovery and analysis" (p. 923),1 chose to present the ICS's in the same 
order as they had been written, that is, in the same order in which findings related to my 
research questions were discovered. This order of presentation allowed me to preserve 
dia/agie connections that had developed among the four ICS in the process ofwriting. It 
also allowed me to highlight the individual idiosyncratic features of the cases as well as 
to draw parallels between parts of the cases, following Stake's (2000) suggestions that a 
case study researcher should be looking for "both what is common and what is particular 
about the case" (p. 438). Combining "thick description" (Geertz, 1973) presented in each 
les with intra- and inter-case comparison and contrast helped me illustrate how the 
learning of domain-specifie genres "oeeurs in the eireumstanee of several exemplars" 
(Stake, 2000, p. 444). 
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Aisha 
... Ten months after having completed the ECC, Aisha sent me an e-mail, in which she reflected 
on the effects of the ECC and demonstrated her growing awareness of the communication 
strategies introduced in the course: 
1 don't think many ofus realized the importance of the material while taking the [ECC], 
but now 1 often refer back to what 1 leamed. . .. Last summer 1 had a great opportunity to 
study [a foreign language] intensively ... for 3 months and now 1 teach my friends once a 
week. It's an experience teaching a language because one tends to use different 
approaches depending on the level of the student. Knowing what the audience knows is 
really important in figuring out how to address them at their level. In all of these 
experiences, l'm discovering that 1 really benefitted from [the ECC] (EM, 26/01/2000). 
This message indicated to me that Aisha was by now able to extend communication strategies 
leamed in the ECC not only beyond the course itself, but also beyond the engineering profession. 
She was able to apply the concept of shared background knowledge introduced and discussed in 
the ECC to teaching a language .... 
Figure 10. An Excerpt from a Sample INS 
By presenting the OSE last, after the ICS, 1 also attempted to preserve the original 
order of discovering and drafting the findings of my research. That is, the order of 
presentation oflCS and OSE reflects the process of data reduction from Case Synopses to 
the Overall Summary of Experiences, as described above. Overall, the total number of 
various data sources used in the dissertation equals 543 (see Appendix L, p. 316 for an 
inventory of all data sources used in the ICS and INS development). 
Concurrently with analyzing the data and results and writing up the discussion, 1 
was conducting various triangulation studies to ensure that that my study "can provide 
valuable and trustworthy knowledge" (Stake, 2000, p. 444). The triangulation strategies 
are discussed in the following subsection. 
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Triangulation/Crystallization 
Triangulation plays a key role in qualitative research because it allows the 
researcher to demonstrate that the interpretations of data provided in a study were 
verified through a variety of approaches to data collection and analysis and, thus, to 
"validate" findings (e.g., Denzin & Lincoln, 2000). The notion of "validity," originally 
used in quantitative research, has undergone significant transformations in qualitative 
research. For example, Richardson (2000) in her discussion of the transformation ofthe 
concept of triangulation, suggests that for a contemporary qualitative inquiry, "the central 
imaginary for 'validity' ... is not the triangle--a rigid, fixed, two-dimensional object. 
Rather the central imaginary is the crystal ... Crystals grow, change, alter, but are not 
amorphous" (p. 934). She further argues that 
crystallization, without losing structure, deconstructs the traditional idea of 
'validity' (we feel how there is no single truth, we see how texts validate 
themselves), and ... provides us with a deepened, complex, thoroughly partial, 
understanding ofthe topic. (p. 934) 
In this study 1 continue to use the traditional term "triangulation" for the sake of 
being consistent with the majority of qualitative research literature that 1 cite; however, 1 
use it in the same sense as Richardson uses the term "crystallization;" that is, 1 do not 
presuppose that "there is a 'fixed point' or 'object' that can be triangulated" (p. 934). To 
obtain enough "crystallization" evidence in my study, 1 used multiple ways of 
triangulation/crystallization (cf. Janesik, 2000): 
• Data triangulation, provided by the use of multiple study participants and a 
variety of data sources in a study; 
• Theory triangulation, achieved through a combination of multiple theoretical 
perspectives used to interpret data, such as a combination ofRGS, activity theory, 
situated perspective, selected notions developed within Bourdieu's theory of 
social practice, and others (see chapter 2), complemented with the theory building 
from the data; 
126 
• Methodological triangulation, achieved through the combination of categorizing 
(i.e., coding) and connecting strategies (i.e., case studies and narrative summaries) 
(Maxwell & Miller, 1992, 2000). As an additional method of methodological 
triangulation, 1 devised a short "methodology" sub-questionnaire addressed to the 
study participants and presented below. 1 included this sub-questionnaire in 
electronic questionnaire 4, administered in the spring of 2002 (Appendix E, p. 
267): 
a. Do you feel comfortable participating in the study via e-mail 
(responding to regular e-mail questionnaires)? 
b. Almost all ofyou have had at least one face-to-face interview in 
the course of this study. Do you feel comfortable combining e-mail 
responses and personal interviews? 
c. AlI ofyou are my former [ECC] students. How does this fact 
affect your level of comfort? 
The purpose ofthese questions was to verify the participants' level of comfort 
with the various methods of data collection used in the study and with their former course 
instructor as a researcher. The responses to the sub-questionnaire were overwhelmingly 
positive, with all participants stressing comfort working with their former instructor as 
the researcher. While eight out ofthe ten participants responded that they liked the 
combination of electronic questionnaires and interviews, two ofthem expressed 
preference for one ofthe modes of data collection. Overall, the participants' responses 
indicated that the methodology of data collection was acceptable and comfortable for 
them. 
1 also employed another triangulation strategy, often used in qualitative research 
to ensure that study participants have an opportunity to verify researcher's conclusions 
based on the data collected from them (e.g., Stake, 1995,2000; Winsor, 1996). This 
strategy is referred to as member checks (e.g., Lincoln & Guba, 1985; Maykut & 
Morehouse, 1994). Member checks are used to assert the validity of the researcher's 
interpretation of the data (cf. Miles & Huberman, 1994; Stake, 1995,2000). Maykut and 
Morehouse (1994) define member checks as verification ofwhether the researchers "have 
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produced a 'recognizable reality''' (p. 147) in the participant's view. Within the framework 
of qualitative research, member checks are provided by research participants after the 
researcher has conducted data analysis, produced a draft of the research report, and fed it 
back to the participants, asking them to comment "on the accuracy of descriptions, 
explanations and interpretations" (Miles & Huberman, 1994, p. 48). In my research, the 
participants sometimes were asked to read several consecutive versions oftheir case 
studies, if the presentation of the cases changed somewhat in the process of drafting the 
dissertation, and responded to each ofthem. AlI ten participants provided me with 
member checks after having read their Case Synopses and Individual Narrative 
Summaries. 1 have inc1uded member checks in each ICS presented in chapter 5 and in aIl 
INS (see Appendix K, p. 300). Member checks are also listed in the summary of aIl data 
sources presented in Appendix L, p. 316. Another feature of the study is that so-caIled 
discrepant data were not ignored but used for the ICS (thus, for example, Case Two, 
chapter 5) and considered as an individual case. 
The use of various triangulation strategies has aIlowed me to verify the 
interpretation of the data presented in this dissertation, and thus, to validate the study. 
The multicase design also aIlowed me to validate the findings. 1 found multiple member 
checks particularly useful in determining credibility of the study, as the participants were 
able to assess the accuracy of the interpretations produced by the researcher and provide 
their comments. In all ten cases, the study participants approved my interpretations of 
their case studies. 
The foIlowing chapters 5 and 6 present the findings of the study in the form of 
four Individual Case Synopses and an Overall Summary of Experiences. Individual 
Narrative Summaries are assembled in Appendix K, p. 300. 
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CHAPTER 5. STORIES OF BECOMING 
... we have here a dynamic process, here everything is in motion! 
(Strugatski & Strugatski, 1977, p. 127) 
There are no stories without a meaning .... Still it takes time, you have to 
consider the events, arrange them in order, find the connections, even the least 
visible ones. 
(Eco, 2000, p. 12) 
In this chapter 1 present and discuss data collected from four study participants 
starting in the year when each participant took the ECC and joined the study. AlI 
participants completed the Engineering Pro gram successfully and graduated from the 
University.71 After graduation, the study participants' career paths have been extremely 
diverse. Their diverse learning trajectories exhibited sorne commonalities in the 
formation of professional identities as they were entering professional COP after years of 
academic and professional training. Paré (2002) defined this move "into the professional 
persona [as] ... an ideological transformation that occurs through participation in 
workplace genres" (p. 66). 
The study participants' stories reflect what to Wenger (2005b) is "the key issue" 
oftoday's society: the issue of the formation ofknowledgeable identities (Lave, 1991; 
Lave & Wenger, 1996; Smart & Brown, 2002). In other words, the stories presented in 
this chapter provide us with a glimpse into what Wenger (2005b) calls "becoming that is 
meaningful." The participants' professional identity formation is revealed through the 
growing comfort they develop (or do not) when encountering and working with 
engineering genres. The qualitative data collected and analyzed in this study both reflect 
idiosyncratic features ofthese individual stories ofbecoming, or learning trajectories, and 
shed light on sorne common transformations in participants' perceptions of learning and 
use of genres of professional communication. As such, the data allow me to address the 
questions of domain-specific genre learning and changes in the participants' views of 
communication, which are at the centre of this research. 
71 Had my sample inc1uded any students who later withdrew from or failed the program, it would undoubtedly have 
added another dimension to the study. 
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As mentioned in chapter 4, four out often participants--Bill, Moe, Rebecca, and 
Sami--were particularly forthcoming in their communication with me and supplied me 
with an impressive body of complete data72 (see Appendix L, p. 316). These participants' 
stories are presented in this chapter in the form of four Individual Case Synopses (lCS) 
that illustrate individual participants' trajectories in their learning of engineering genres. 
As explained in chapter 4, the ICS are presented here in the same order that they were 
originally drafted, so that each subsequent case synopsis enters into a dialogue (to echo 
Bakhtin, 1986a, 1986c) with the previous ones and so that conclusions are then drawn 
from all four cases. The ICS are followed by a discussion of lessons learned from the four 
participants' stories. 
Individual Case Synopses 
The ICS are based on Sami's, Moe's, Rebecca's, and Bill's accounts oftheir 
trajectories in the learning of engineering genres: their choices of profession, changing 
views of communication, perceptions ofthemselves as communicators, actions 
undertaken in their roles as professional communicators, and so on. These accounts are 
complemented by their views on the effects that the ECC had on their development as 
professional communicators. AlI four cases provide different but complementary insights 
into the process of learning and use of engineering genres by novices. 
Case One illustrates how a combination of Sami's family background, the ECC, 
and workplace experiences helped him learn engineering genres and achieve success in 
introducing a new genre into the workplace context. The case also provides evidence that, 
even though genres may differ from workplace to workplace, experienced professionals 
do recognize and accept superior communication practices imported from elsewhere. 
Case Two presents a story told by Moe. Cases One and Two raise a question about the 
development ofthe sense of timing in engineering students. While Sami's story confirms 
that his sense of kairos (see chapter 2) had been fully developed by the time Sami joined 
the workplace, Moe's ICS provides evidence that Moe has not been able to fully develop 
72 Two other study participants, Aisha and Vic, also supplied me with a large body of data (Appendix L). 
While their stories fed into the Overall Surnmary of Experience, their les are beyond the scope ofthis 
dissertation and will become the focus of a separate paper. 
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this sense, and hence, his actions have not been as successful as Samits. In addition, 
Moe's personal motive and his personal style of action seem to direct him to a different 
sphere of activity than engineering. Case Three traces Rebecca's journey through the 
three levels ofactivity (Leont'ev, 1981). The case suggests that instructors' expectations 
for students' success in a course may often be unrealistic as the students are involved in 
an activity that is radically different from that of instructors. As welI, Rebecca's ICS 
illustrates the process through which she integrated into a workplace community of 
practice (Wenger, 1998b). Case Four presents Bill's story, a story of a student who was 
fortunate to become involved in an engineering workplace activity prior to joining the 
university and who continued to work concurrently with his academic studies. This rare 
opportunity allowed Bill to develop into a reflective practitioner (to use Schon's [1983] 
term) quite early in his career. His ICS also suggests that sometimes, a university 
communication course may skew a student' perceptions of the role and place of 
workplace communication because of its heavy focus on what is considered to be the 
"dominant" communication practices and what, in fact, are the practices oflarge 
companies. Such a course focus may complicate the process of a novice's integration into 
a small start-up company, which uses a different set of communication practices. 
Similarly to Samits, Bill's ICS illustrates the power of agency and possibilities of change 
that a novice may effect in a workplace. 
Case One 
Sami's Story 
1 first met Sami in 1998, when he was a second-year engineering student enrolled 
in the ECC. When the course was over, Sami agreed to participate in the longitudinal 
study, and we stayed in touch over the years. 
Sami's family moved to Canada when he was ten years old. The language that 
Sami learned at school in his native country was French, and it was different from the 
spoken language Sami used at home. Upon arrivaI at Canada, Sami took about 7 months 
to learn to speak English (EM, 21/07/03). 
Growing up as a third-generation engineer, Sami was always surrounded by what 
Lave and Wenger (1991) calI "war stories" (p. 109), which they found integral to the way 
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newcomers learn practices of a group they are joining. Throughout our conversations and 
e-mail exchanges over the years, Sami has often referred to his family and the knowledge 
he has accumulated from his family members (what Bourdieu [1972] detines as cultural 
capital): 
1 tind that my [career] decisions are often influenced by those that 1 admire most. . 
.. 1 became an engineer because my father is one .... [He] is the one who taught 
me work ethics: how to handle my job, how to make myself an irreplaceable part 
of the team. How to think about making the company money. He taught me that 
there is no such thing as a 9-5 job. Everything requires more time and more effort, 
if you want to shine. 
Much of my dad's business and professional knowledge cornes from my 
grandfathers (both my dad's father and my mom's). He passes that information to 
me, so in a sense 1 get ta carry around years of experience before 1 even have a 
career [italics added]. l've been learning about work environments and how to 
handle difficult decisions and situations while 1 was still in university. Now when 
1 face them for the tirst time, it does not seem as scary because 1 have the feeling 
l've been there before. This helps keep me on the right track and helps prevent 
negative decisions. (EM, 16/09/2003) 
After graduating from the university, Sami was immediately hired by a local high-
tech company that, within several months, went bankrupt. He then started looking for a 
new job in his area of specialization. In a few months, he acquired a job at an engineering 
company. The following e-mail excerpt illustrates the influence ofSami's family's "war 
stories" on his career decision: 
When 1 got offered the position here at [the new company] for ... less pay than 
what 1 was making [in the tirst workplace], 1 almost did not take the job. 
However, my father told me a story about how my grandfather had to take ajob 
that paid so little, in fact his allowance from his father was higher than his pay. 
But he took it because he needed the experience. A little while later he got 
offered a much better position with much higher pay due to that experience. So 1 
did the same and it was not very long after 1 started that 1 got promoted and was 
being paid the same as when 1 was [in the tirst workplace]. This is probably the 
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best case where 1 was influenced to make a positive [career] decision. There is no 
doubt in my mind that if 1 had turned it down, 1 would not be where 1 am today. 
Actually, 1 would most likely still be unemployed. (16/09/2003) 
This account provides evidence that Sami's cultural capital, by supplying him with 
confidence in his actions, allowed Sami to realize the choices he could make and exercise 
his agency. 
In a series of e-mail messages following his hiring, Sami shared his observations 
of the communication practices in the new workplace, conveying deep frustration with 
them. He felt that these practices were contrary to what he had leamed from his family, at 
school, and in the first workplace (cf. Anson & Forsberg, 1990/2003). Among other 
"problems with communication" (17/06/2002), Sami reported incomplete product 
documentation, inconsistent use of metric and imperial units throughout the documents, 
mislabeled figures and tables, missing data, and so on. He commented on difficulties that 
technical support staff faced due to missing documentation when trying to troubleshoot 
problems on the phone with clients. To this lengthy lament, Sami added his intentions for 
correcting the situation in his department: 
So here is what 1 see ... Time, money and other resources are constantly being 
wasted due to bad or lack of documentation .... 
[My] department is made up oftwo engineers inc1uding me. 1 am 
currently project lead on the prototype that we are designing and you'll be happy 
to know that l'm assuring that the documentation of the ... department will not be 
like the rest of the company .... 
1 always knew that documentation is important but 1 don't think one really 
gets to appreciate [its] importance until they face problems like these. 
(17/06/2002) 
Then, in three months, 1 received the following message: 
Recently there was a project where the senior engineer had an implementation 
plan (this particular person has been in industry for 25 years, and he has told me 
before: "documentation and writing is a [waste] ofmy time and experience." ... ). 
1 had a different implementation in mind, but was having trouble getting my ideas 
heard by that person. And when he did, he told me: "no." There was going to be 
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a design meeting at which he was going to present the method we were to proceed 
with. After being advised by my boss [director ofSami's division], 1 prepared a 
well thought out and organized presentation outlining my method and the 
alternative methods. The presentation was geared to the upper management (sorne 
engineers and sorne business people) as well as the director of [the division] and 
director [of] engineering (who would want to see a little more technical info) . 
. . . [The senior engineer] gave a five-minute presentation, which was so 
technical that 1 had a difficult time following all the information (l'm one of the 
original designers on the project). He had nothing prepared in the form ofpros 
and cons ofthe method etc. Then 1 was given the floor to give my presentation. 1 
had all the information on all methods from implementation time, to manpower 
and cost projections. My presentation lasted five minutes as well, but 1 gave them 
all the information necessary to make an intelligent decision as to why we should 
go with my method. They agreed. (29/1 012002) 
This risky intervention had a successful outcome: 
The director of [the division] let me give 3 more presentations to upper 
management after that. 1 also authored a document which had to outline different 
technologies and which ones we should use in our new product. ... Then, 1 was 
promoted to [director of the division] 2 weeks later. (EM, 29/1 0/2002) 
After receiving this message, 1 contacted Sami in a series of electronic and face-
to-face interviews. 1 asked him whether he had consulted any proposaIs written in that 
company before writing his own or had attended any presentations before delivering his 
own. In an e-mail message Sami explained that he had not seen 
proposaIs written within the company, but just other sample documentation. 1 
would have liked to see a proposaI, but 1 could not locate one .... Yes 1 had 
attended 2 or 3 presentations. Only one ofwhich 1 thought was good (it was given 
by our chief engineer, whom 1 have much respect for) and the rest were poor at 
best. The presenters did everything that we are taught to be wrong. (3/02/2003) 
When 1 asked what had helped him to prepare the proposaI and deliver the presentation 
so effectively, Sami responded as follows: 
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1 relied more on what 1 Ieamed at school and my other experiences 73 than 1 did 
about what [the company] was doing. In all faimess, anything would be better 
than the general practice here. (3/02/2003) 
Responding to my question why he had decided to write his own proposaI for the 
implementation plan, even though such a proposaI had not been officially requested and 
he would have to face the senior engineer' s opposition, Sami explained that 
the only [italics in original] reason why 1 wrote my own proposaI was to show the 
senior engineers and the director of [ my division] that 1 was capable of 
independent thought. That 1 was not just another lab rat. (EM, 17/0212003) 
Sami 's challenges. The division Sami is heading has grown. After the commercial 
success ofhis first proposaI, Sami proposed another project that was also accepted. As 
the result ofthese successes, many ofthe company products have been tumed over to 
Sami's division, which makes him happy and proud. But not all the consequences of 
Sami's actions have been advantageous for him. As he explains in an e-mail, he continues 
to face new challenges following his promotion: 
As a young engineer working with others who have been part of industry for 
years, it can be difficult to get your ide as taken seriously. More importantly, it is 
more difficult to get your opinion[ s] given their proper weight against those 
coming from more experienced people. However, being prepared and organizing 
a good document can do wonders. (29/1012002) 
In another e-mail severalmonthslater.headded...Beingsoyoung.itis hard for senior 
staffto treat me as an equal, because 1 am the same age as their children" (10/02/2003). 
Then in an interview almost a year after that, he complained, "1 am constantly fighting a 
battle with the older engineers that have been there for a long time .... They always feel 
like you're ... personally attacking them .... It's been difficult." (8/01/2004). And the 
senior engineer who refused to support Sami's original proposaI continues to be Sami's 
"biggest opposition" (8/0112004) in the company. 
Sami c1aims that he has changed the way of communicating in his division, that 
the director of another major division in the company has also been working on 
73 His family background, summer work terms, and work with the fIfst company where he had been for 
three months. 
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documentation, and that, generally, communication within the company has improved. 
But, he adds in an interview, the change is slow, and many employees resist it: "Some 
people are now complaining about the amount of documentation that has to be done, and 
they're saying that ... it's wasting their time" (8/01/2004). But Sami's ability to read the 
workplace situation and his self-confidence appear to help him cope with these 
complications: 
1 think my saving grace is that ... the upper management realizes that we've 
come to ... a turning point where ifwe don't move in a different direction, ... 
our products will die. So the reason ... why the opposition hasn't damaged me 
that much was because even though ... [the managers] are listening to what ... 
[the senior engineer] is saying, they do understand that he doesn't necessarily 
know the right way to do it. ... And they do realize that what he's saying is just 
to damage what l'm doing. (8/01/2004) 
To see if Sami is accepted as a respected member ofthe workplace community of 
practice (Wenger, 1998b) and to observe the effect ofthese challenges and 
complications on his behavior and career, we will need to follow him further. 
Interpretation of Sami's Story 
Bazerman (1997) and Russell (1997a), among others, have noted that newcomers 
base their perceptions of new situations on the forms they have learned in the classroom, 
bring with them their old discourse habits, and develop their "motives and desire to 
participate in what the new landscape appears to offer [starting] ... from motives and 
desires framed in earlier landscapes" (Bazerman, 1997, p. 19). Anson and Forsberg 
(1990/2003), MacKinnon (1993/2003), and Paré (2001) have observed that newcomers 
often find new genres contradict the communication habits they have developed in 
school. Often these old communication habits clash with the existing situation and create 
problems for newcomers (e. g., Anson & Forsberg, 1990/2003; Artemeva, 2003a, 2003b; 
Dias et al., 1999; Katz, 1998). 
Sami reported that when he arrived at the company, he found that communication 
practices there were the opposite of what he had learned as a student and experienced 
during work terms and in his first workplace. Even though Sami was critical ofhis new 
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workplace's communication practices and appeared to reject them, the workplace had 
obviously functioned prior to Sami's arrival--it developed products and sold them--which 
indicates that the genres and practices (which 1 have no information about except what 
Sami provided in his interviews) in place at the company "had their ecological validity" 
(Freedman, personal communication, May 22,2003). Sami's reaction to the 
communication practices of the new workplace is similar to the stage in novices' 
acculturation that Anson and Forsberg (1990/2003) called "disorientation," at which point 
novices' views of communication often conflict with their supervisors' views. Novices 
often feel insecure and threatened by such conflicts and may react strongly in response. 
But, as Anson and Forsberg noted, this is the stage at which initiative starts to develop. 
The novices begin to "assert their own opinions against those presented in the workplace, 
to strengthen and define their own role by imitation or contrast" (p. 398), which gradually 
leads to transition and resolution and to at least partial recognition of novices' input into 
the work of an organization. 
Katz's (1998) study ofnovices in the workplace demonstrated that the process 
of novice acculturation into an organization has two complementary but opposite 
dimensions: organizational socialization (the process in which novices become 
assimilated to the organizational culture) and individualization (the process in which 
novices attempt to change the organization to meet their personal needs).74 In Katz's 
research, sorne novices were successful in their individualization while others failed. The 
outcome ofSami's actions coupled with Katz's observations brings us to the question, 
• What makes a novice successful in challenging and changing rhetorical practices 
of a workplace? 
If, as Sami states, his only reason for submitting an independent proposaI was to make 
management notice him, and the welfare of the company did not figure in his decision at 
all, then Sami appears to be referring to a "private intention" (Miller, 198411994a). In her 
discussion of exigence, Miller distinguishes between social motive and private intention, 
suggesting that 
74 Katz's discussion is somewhat similar to that presented by Berger and Luckmann (1967), to the 
discussion of expansive cycles as presented by Engestrôm (1987, 1992), and to the duality of participation 
and reification, as discussed by Wenger (1998). 
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although exigence provides the rhetor with a sense of rhetorical purpose it is 
clearly not the same as the rhetor' s intention .... The exigence provides the 
rhetor with a socially recognizable way to make his or her intentions known. It 
provides an occasion, and thus a fonn, for making public our private versions of 
things. (p. 30) 
Even if Samits only motive was personal, he was able to produce a document that 
was needed and appropriate at that particular moment. In other words, there was an 
objectified social need for a proposai, known within Sami's division, and this need 
provided Sami with a sense ofrhetorical purpose (cf. Miller, 1984/1994a). fu Sami's 
case, the external kairotic moment (Stephenson, 2003), though existing (the management 
did need "an implementation plan''), was not prominent, as it would have been if the 
management had put forward a request for proposais from aIl employees. Sami 
recognized this external kairotic moment, an opening that may close quickly and requires 
fast action (Stephenson, 2003), and enacted his own internai kairotic moment (cf. 
Consigny, 1974; Miller, 1992; Yates & Orlikowski, 2002) responded to the situation in a 
proportionate manner. In other words, Sami was able to implicitly assess the chronotope 
(Bakhtin, 1981) as a defining feature of the organizational community of practice and use 
his understanding ofthe chronotope to infonn his "choices in shaping social-institutional 
spaces for particular uses" (Lemke, 2004). 
Sami exercised his agency by proposing his own implementation. Sami' s timing 
and sense of proportion was so effective that his proposai was accepted, and he was 
promoted even though his communication strategies were different from those accepted 
within the company. In contrast, the senior engineer, being accustomed to the 
conventionallack ofwritten communication in the company, did not recognize the 
opportunity the external kairotic moment presented to him and acted in a routine way. 
That is, he saw only a routine assignment that involved a routine presentation that would 
not be decisive in any way. He seemed to expect the usual (positive for him) outcome of 
his routine presentation. NonnaIly, as Sami himselfnoted in an interview, iftwo 
proposais were submitted, one from a junior and one from a senior engineer, managers 
would choose the senior engineer's proposai because they would trust the senior 
employee and rely on that individual's previous work experience and track record. 
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Continuing with Miller's (198411994a) view of exigence--that "exigence must be seen 
neither as a cause of rhetorical action nor as intention, but as social motive" (p. 30)--we 
can conc1ude that Sami recognized the social motive (i.e., the need for a proposaI for a 
new implementation) and responded to it rhetorically. In other words, he was acting in 
response to the social motive in addition to his personal intention; that is, he was both 
seizing and creating a kairotic moment. 
As is typical of novices entering a new workplace, Sami was genuinely frustrated 
by the quality of communication at the company (cf. Anson & Forsberg, 1990/2003). 
But the outcome ofSami's actions was different from that of the actions of an intem in 
Anson and Forsberg's study. That intem's initiative was met with resistance and criticism 
because he "had apparently misread the needs and goals ofhis organization" (p. 401). 
Sami was successful in bringing together the ingredients ofhis understanding ofthe 
purpose, strategies, and practice of engineering communication (i.e., cultural capital 
appropriated from his family, school experiences, and previous workplace opportunities) 
to "analyze" the present situation in the company and critically look at the accepted 
communication practices from the perspective ofboth an insider and outsider. Sami was 
successfully able to resist socialization into the company's practices because he had 
already been socialized into engineering communication practices that he considered the 
norm and thus viewed the current practices of the new workplace as an aberration. 
In both his e-mails and interviews Sami uses his critical interpretation of the 
company's communication practices in an attempt to conduct what an RGS scholar 
would call an analysis of rhetorical situation. Although Sami himself never identifies 
what he is saying as an analysis-and he probably is not even aware that he is analyzing 
the situation-the ingredients ofhis genre knowledge seem to enable this critical 
analysis. In e-mails, he reflects his critical view of the habituaI communication practices 
in the company when he tries to justify the current state of communication in each group 
within the company: "The engineers are happy [with the lack of written communication] 
because they don't like doing the documentation, and the technicians are happy because 
they are the only ones who know what is going on (therefore their jobs are very secure 
[italics added])" (17/08/2002), and "1 am finding that there are a number of people who 
like to do things orally, sa that they are not held as accountable [italics added]" 
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(3/0212003). He also manages to use his view of engineering communication practices to 
tum this situation to his advantage; that is, he uses the right time (kairos) to exercise his 
agency within the constraints of the workplace structure. 
In addition to his sense of kairos, Sami's success lies in his ability to "read" the 
hierarchy of the workplace. After a failed attempt to attract the senior engineer's attention 
to his original proposaI, Sami approached his boss, the director of the division at the time, 
who, as Sami c1aimed in an interview, is his "supporter." Sami's boss advised him to go 
ahead with the proposaI and presentation, telling him who would likely attend the 
presentation, which allowed Sami to exercise his sense of audience that, by his 
admission, he had acquired in part from the engineering communication course and to 
prepare an audience-tailored presentation. Sami's boss at the time remained his 
immediate superior. Sami reported that in his division he continued to foster 
communication practices that he considered productive and that his boss continued to 
support his communication related initiatives. Sami also commented in that interview that 
the company's "CEO is 100% behind what 1 do as well" (08/0112004). 
In interviews, Sami consistently c1aimed that in the new workplace he used 
communication strategies that he had leamed at school and practiced during his work 
terms and in his first workplace. Although Sami credited his family--his grandfathers on 
both si des and his father--with passing on to him experiences of generations of engineers, 
in the following e-mail Sami also credits his school for providing him with practical 
experiences: 
My father has a large influence on my choices, but from the business and 
professional side. (i.e. how to handle certain situations, how to deal with certain 
people, what to watch out for in the workplace and so on). My communication 
choices are more based on what 1 leamed in school, and what 1 deduce from 
problems that 1 recognize in the field. (17/02/2003) 
In interviews and e-mails, Sami referred not only to having leamed in school 
about such engineering genres as proposaIs, progress reports, technicailiterature reviews, 
and formaI oral proposaI presentations, and to having practiced them in the 
communication course and upper-Ievel engineering courses, but also to having leamed 
how to "read" the audience and tailor his written and oral performance to that audience's 
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needs and expectations. For example, in ms interviews, Sami repeatedly mentioned a 
communication course exercise (devised by my colleague Christine Adam) in wmch 
students were asked to build a structure using Lego blocks and write instructions on how 
to build such a structure. After that, students would hide the structure and pass the 
instructions on to another group of students who would have to follow the instructions, 
build an identical structure, and comment on the c1arity of the instructions. Sami 
mentioned in interviews how important that small exercise had been to his understanding 
of audience and precision in writing: 
The time we wrote the procedure to combine all Lego parts ... that haunted me 
when 1 was writing the test sequences [at a summer job in an engineering company] 
'cause 1 had to make sure that whoever was reading this, not only knew what 1 
meant but knew exactly, to the letter, what to do .... That's one of the things [from 
the ECC] that definitely stuck in my mind. (5/02/2001) 
That exercise ... was the first time 1 got a big wake-up call, 1 think, 'cause when 
we wrote the instructions for it, we did a pretty goodjob. 1 thought, you know, there 
was no way that anybody could miss it. ... They [the students who were asked to 
follow the instructions and build an identical structure] did it wrong. They did it 
wrong. Yeah. And, of course, once you get it built wrong, and then you look at your 
instructions, you see why, you see that you weren't specifie enough. (8/0112004) 
Another important les son from the communication course that Sami referred to 
concerned formaI oral presentations: 
The second [lesson to remember from the ECC] is the proper way to do an oral 
presentation .... First, you've got to remember who your audience are .. . 
secondly, remember, why they are here, why are you presenting to them ... . 
Don't bore them with things that are not interesting, give them the meat. ... If 
there is just a split second when the audience feels that you are not quite sure of 
what you're saying, you lost complete credibility and then, you're done. That's it. 
You're completely done. (5/02/2001) 
Most importantly, in ms response to the workplace situation, Sami demonstrated 
his ability to adapt the genres of engineering he was familiar with (i.e., the formaI 
141 
proposaI presentation and written proposaI) to the exigencies of a particular situation. He 
demonstrated that he had learned precisely what 1 was trying to teach in the engineering 
communication course. From his explanations ofhow much his family history influenced 
his decisions and actions, we can conclude that the cultural capital of Sami' s family gave 
saliency to everything he had learned at school. By the time he had joined the new 
company (his second engineering job after graduation), Sami clearly had gained access to 
a repertoire of appropriate engineering communication strategies that were regulated 
(because they were immediate1y recognized as such by management and clients) and at 
the same time improvisational (because they were distinctly different from the practice of 
that particularworkplace) (cf. Schryer, 2000, 2001). Sami accumulated this repertoire 
through conversations with his father and other family members, the undergraduate 
engineering communication course, academic engineering projects, and work 
experiences. In addition, Sami has accumulated sufficient expertise in the engineering 
domain content. In other words, to use Engestrom's (1987, 1992) expansive cycle model, 
we can say that Sami had intemalized communication practices of engineering and was 
able to creatively extemalize them in a new context. Following Geisler's (1994) 
definition of expertise as a dual space that combines domain content and rhetorical 
process, Sami can be considered as a developing expert in his field. 
The positive outcome ofSami's initiative also indicates that his workplace (or at 
least the upper management ofhis workplace) was to sorne extent ready for the change. 
Sami was not in conflict with his boss, the division director, even though he was in 
apparent disagreement with the senior engineer: Sami started working on the presentation 
only after "being advised" by his boss. Sami would probably not have enjoyed the same 
success ifhis superiors had held different views on the state of communication in the 
company. 
Sami 's member checks.75 1 looked at your case study, and 1 must say 1 found it 
very interesting. It is nice to understand ... the underlying theory behind the 
actions we take and make. l'm not sure if [1] can offer any intelligent comments or 
75 Sami's ICS was written over two years. Its frrst version was submitted to the Journal of Business and 
Technical Communication, and Sami's frrst member check was solicited on that version in 2003. His 
second member check was solicited in 2004, when the current version of the case synopsis was completed. 
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insight on the study itself, but 1 can tell you that the events that you described are 
correct. . . . Anything that helps advance these studies are fine by me. Please let 
me know if there is anything else 1 can do to help. Sorry 1 could not elaborate any 
further, but this is way out of my area of expertise. 1 really did enjoyed reading it. 
(19/05/2003) 
1 went through the document a couple oftime[s]. It looks pretty accurate to me. 
(5/10/2004) 
P.S. In 2004, Sami left the company he worked for to start his own business and is now 
Executive Vice President of a smaU high-tech company (EM, 13/05/2005). 
Case Two 
Moe's Story 
Moe came to Canada when he was eleven years old. At first, the family settled in 
Quebec where Moe leamed French. After having spent three years in Quebec, Moe's 
family moved to Ontario, where he started learning English in grade 9. 1 met Moe when 
he was taking the ECC in his first university term in the faU of 1997. 
As Moe reported in his Initial Profile, before starting university he had worked 
for a year at a computer store as a computer technician and assistant service manager, 
where he "fixed aU kinds ofhardware and software problems, responded to customer e-
mail and wrote work orders" (09/1997). 
After the third year of university, Moe decided to take a year off and find 
employment at an engineering firm. The Faculty of Engineering offers its undergraduate 
students both co-operative education programs, which provide an altemating mixture of 
work and study terms, and Industrial Experience Programs (lEP), which pro vide a single 
long work period, usuaUy after the third year of study. However, lEP is a prestigious 
program, and only a select number of students are chosen for this pro gram each year. 
Moe's grades did not aUow him to apply for the pro gram but he was determined to find 
employment. In an interview, he said, "if! had gone through co-op office, to get the job, 
they'd say, sorry, you don't have the marks .... It doesn't mean that ifyou don't have the 
marks, you can't be good at work; rit] just means, you don't like to study" (12/02/2001). 
He decided to try his luck at a job fair at the University. He left his resume with the 
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representatives of engineering companies at the fair ("1 just gave them my resume. Just 
hire me, please") and later, he received a single phone caU with an invitation for an 
interview. InitiaUy, Moe was hired on "a three-month contract and then they extended it 
right after" (12/02/2001). It appeared that his boss had offered him another job in the 
future, and Moe was looking forward to working and finishing his program part-time.76 
Moe decided to combine work at the engineering company with taking a few 
university courses and completing his fourth-year engineering project (a workplace-like 
two-term team project in which students are asked to design a certain device while 
working with a group of faculty members). Moe repeatedly stressed that, because he had 
taken the Eee in the first year, he had forgotten much of it by the time he had to work on 
his fourth year engineering project ("Because 1 took it way back and 1 don't remember 
anything" [l, 12/02/2001]). It is worth noting that Sami, who worked on the same fourth 
year project as Moe, also c1aimed that by the time ofhis fourth year project, he had 
forgotten much from the communication course. However, unlike Moe, who c1aimed he 
could not find any information that would help his produce documents and prepare for 
the oral presentations needed for the fourth year project, Sami was able to use other 
strategies to refresh his memory and apply the Eee material to his fourth year project. 
For example, when preparing for his oral presentation, Sami used the Eee notes that his 
fourth year project instructor had posted on the project website. Sami also drew on his 
technical presentation genre knowledge acquired in the Eee and engaged in intensive 
practice to get ready for the presentation ("before 1 fini shed [working on] my 
presentation, 1 wrote everything down, 1 understood what 1 was going to say, 1 went out, 
and 1 found out which professors would be sitting on my interview and found out what 
their backgrounds were" [1,05/02/2001]). Moe, on the other hand, c1aimed that there had 
been no support provided for upper year students to help them write project documents. 
In an interview, he proposed to move the Eee to the upper years, once students have a 
real need to communicate their technical knowledge in the fourth year project report: 
Now, we had to write a proposaI for the fourth year project, which was ... 
actually, the fourth year project itself, it was like a big real project at work. 
Because if you want to build something, you [have to write] a proposaI .... 1 wish 
76 As follows from Moe's questionnaire responses, this job has never materialized. 
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in had taken [the ECC in the] third year or fourth .. ah, last year, that way it 
probably would help me more than when 1 took it way back in the first year. For 
the students who are not registered in co-op, they usually take one year lEP [after] 
the third year. They should take ... [the ECC] in the third year. Take it in the 
third year, of course. (12/02/2001) 
Like Sami, Moe noted that there were only limited opportunities to practise 
engineering writing in the Engineering Program beside the ECC and the fourth year 
project, but, unlike Sami, Moe did not seem to notice and use even those infrequent 
opportunities that existed in the program. Most of the engineering projects at university 
are team projects, and students approach them differently. Sorne divide responsibilities so 
that each member ofthe team works on a part of the team task in such a way that each 
student becomes engaged in each stage of the work. Other students tend to divide their 
responsibilities so that the ones who are better in writing do the writing part of the team 
task, while others concem themse1ves with technical aspects of the projects. When 
complaining in an interview that he had had little opportunity to practise engineering 
writing at university, Moe mentioned he had used the latter model: "We had ... one lab 
course, but 1 was doing the lab and my friend was doing the writing" (12/02/2001). 
Moe's excitement about his fourth year project did not inc1ude the communication 
part of the project, particularly progress and completion reports that students had to write. 
Approximately a week before the deadline for the submission of the project report, he 
told me in an interview that he and his project team members had not decided how they 
would approach the report. He insisted that he had been too busy constructing the device 
that was the focus ofthe project to even start thinking about writing. And again, trying to 
rely on the second model of student teamwork described above, Moe said in an interview, 
1 don't know if l'm going to write the report because the other guys are better than 
me in that. 1'11 probably write my own part, yeah, but it won't be .. in the final 
report .... [The project team manager77] will just touch it up and put it in .. 
because he is better with writing. (12/02/2001) 
Approximately a year after completion of the fourth year project, when 1 asked 
him in an e-mail about communication involved in the project, he responded, "Ohh, 1 
77 One of the students in the team. 
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forgot about that, 1 was so busy building the [device]" (22/03/2002). It appears that he 
either had not been conscious of the fact that communication was as an integral part of 
the fourth year project as the actual construction of the device, or simply had not written 
the reports because other team members who were "better with writing" wrote aIl project 
documentation and, hence, did not remember this part ofthe project. 
During his last year at school, while taking the remaining fourth year courses, 
Moe grew disenchanted with engineering and became more interested in the business side 
of things. In an e-mail message, he wrote, "after my third year, 1 realized that 
[engineering] ... was not for me and my last year was basically get this thing over with, 
get my degree and move on" (25/07/2003). Moe was also very disappointed with the 
engineering market at the time ofhis graduation, as he noted in an e-mail: 
The high tech market is really ugly these days and what 1 found is that you have 
to start your own business these days. Plus, l'm the entrepreneur type, rd rather 
work 80 hrs/week for myselfthan work 40 for someone else. (0l/02/2003) 
During the last year of school, Moe took a business course, which he enjoyed very 
much. The prof essor in the course further inspired Moe to start his own business. A year 
later Moe decided to take part in two competitions set up for young entrepreneurs and 
facilitated by the University. Moe lamented that his education had not prepared him for 
business plan writing: "1 have to write business plans now! and 1 am not a business 
student .... 1 had to write a business proposaI at work, and also weekly reports. 1 don't 
recall doing any ofthose at Carleton" (EM, 22/03/2002). This complaint appears to 
reflect Moe's perception of teaching and learning of communication practices as training 
in particular text types and presentations. From the data collected from Moe, it does not 
seem that these views ofhis developed or changed in any way over the time span of six 
years. 
When Moe learned that he had not passed the first round of one ofthe 
competitions, he e-mailed me asking for help with the business plan for another 
competition: 
This Tuesday 1 found out that 1 didn't make it into the [competition] . '" Next 
Monday the full business plan is due for [the second] competition and 1 really 
want to make it to the finals this time. Me and my team-mates have a written a 
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draft business plan, the plan is due Monday at 5pm. Do you think you can spare 
sorne ofyour time to have a look at it. We are really desperate here and we really 
could use your help. 1 am available anytime from the time you read this email till 
Monday 1 :30PM. Ifyou can meet with me please give me a call. (22/03/02) 
1 received this message on a Friday, and the deadline for the submission of the business 
plan was 5:00 p. m. on the following Monday. Later that aftemoon, the business plan 
arrived as an attachment to an e-mail, in which Moe, responding to my request, had 
reproduced guidelines provided by the competition organizers and added, 
1 know sorne of my numbers are off, the millions ... the percentages, because 
initially the revenues were $1 OOM!! and 1 still didn't put the financial plan tables 
for first year and so on. l'm mainly 100 king now at the [E]nglish grammar and 
does the actual thing [make] sense to you or not. [Am I] ... being c1ear in the 
plan or going [nowhere]. (22/03/2002) 
In the business plan (part of the secondary data pool, see Appendix H, p. 294), Moe 
proposed to create a company that would provide a video-based home security system. 
The following is a typical passage78 from Moe's business plan draft: 
Organizational Structure79 
Initially the starting founders will operate IV A. We will start with ten 
employees, at least 8 engineers and few admin. however within 3 years, 
the company should have grown to about 50 employees. There may be 
sorne contracting done in the hardware prototyping development, but full-
time employees will do the majority ofthe software development in house. 
(IV A Business plan draft, 2002, p.20) 
In the passage ab ove, Moe does not provide any substantiation for the numbers of the 
employees in the company. He does not explain why it would be financially reasonable to 
start with "at least 8 engineers" or why "within 3 years" the company will grow up to 50 
employees. The vague phrasing ofthe last sentence ("there may be sorne contacting 
done") makes this sentence out of place in a business plan. 
78 By "typical" 1 mean that this passage reflects the language and rhetoric of the rest of the document. 
79 The excerpt is reproduced without any change. 
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1 encountered similar flaws in other sections of the document, not to mention 
numerous language errors. 1 also discovered a major flaw in logic: Moe used the 
abbreviation IV A throughout the report, but the only part of the document where he 
explained that IV A was the name of the company he was proposing to start was the 
Executive Summary ("IV A will be a Canadian federally incorporated company and 
initially headed by the founders" [IV A Business plan draft, 2002, p. 4]). "IV A" was used 
in the title of the document and almost on every page; however, nowhere in the body of 
the business plan did Moe explain that he was referring to the company name rather than 
to the product he was proposing to develop. In fact, when 1 reminded Moe ofhis business 
plan two years later and asked about the abbreviation, Moe responded that he had 
forgotten what "IV A stood for" (EM, 19/0112004). 
After having reviewed the draft, 1 e-mailed it with my comments to Moe, who 
promptly responded: 
Writing a business plan is 100 times harder than writing my 4th year project 
report. When 1 spoke with the ... companies, they say that a good business plan 
takes about 6 months to write and l'm trying to do it in a week. Not to mention 
that 1 am an engineer. (22/03/2002) 
A few months later 1 learned from Moe that his business plan had not won that 
competition. However, Moe was persistent and decided to take a risk (cf. Sami's risk-
taking) and start his own business no matter what: 
The last proposaI you looked at didn't win us the competition. Actually 
from what 1 noticed the winners were the students who had already started 
the business idea and had a company going. So that's why this year, l'm 
putting my idea into reality. (EM, 01102/2003) 
1 asked him to attempt to finish a draft for this proposaI weIl in advance of the 
deadline for the competition, and he assured me that he would "try and not leave this 
thing to the last minute" (EM, 01/02/2003). Moe was planning to finance his business 
from his own resources and was hoping to win this time, so he could use the prize money 
for the start-up costs. In about a month, 1 received another e-mail message from Moe. He 
wrote that he was in the process ofwriting his three-page business plan for the 
competition and that he was planning to finish it by the following day. He asked me to 
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read the draft and meet with him for a discussion. 1 received Moe's message on a 
Tuesday, and the competition deadIine was on the following Monday. Moe was very 
insistent on meeting with me and explaining his business plan, rather than exchanging 
comments about the draft via e-mail. 1 was unsettled by his desire to "explain" the plan to 
me and wrote to him that his business plan should be c1ear to me from the written 
document because the judges of the competition would not have the benefit ofhis 
explanations, to which Moe responded, 
You make a very good point, and that's why 1 think it would be best to 
meet after you have read it to see if 1 got my points across on those 3 
pages. (EM, 05/03/2003) 
He insisted on a meeting on Monday aftemoon, with the submission deadline at midnight 
ofthat day, and promised to send me the draft in advance, on Thursday. The draft, 
however, did not arrive until Sunday midnight. This time, the proposaI was on a 
completely different topic: it described the development of a web-based real estate 
company. When half a year later 1 asked Moe why he had decided to change the topic of 
his proposaI in 2003, he responded in an e-mail, "Because 1 had aIready started 
developing the web site [for his real estate business] and actually going ahead with the 
business. Aiso because 1 saw that last years winners were [people] that had actually 
started their idea and made it into production" (18/09/2003). 
When 1 read the draft, 1 noticed the problems similar to those 1 had highlighted in 
Moe's previous business plan: the document was not reader-centred, organization was 
weak, unsubstantiated c1aims were abundant, not to mention language errors. 1 
communicated my view to Moe, who had no time to revise the draft because he had only 
a few hours left before the competition deadline. 
About two months later, Moe informed me in an e-mail that this plan had not 
made it into the second round of the competition either (22/04/2003) but that he would 
start his business anyway, despite his family's continuaI pressure "to get a regular job" 
(25/07/2003). Later, when 1 asked Moe what he saw as a cause ofrepeated failures ofhis 
business plans, he jokingly responded, "Because the judges were on crack," and added, "1 
don't know, they didn't see what 1 saw in it. Maybe there was not enough high tech" 
(EM, 10-18/09/2003). 
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For over two years now Moe has been an owner of an Intemet-based real estate 
company. He's been funding and running the company himself. After only a few months, 
he wrote in an e-mail, "1 think my idea is amazing once it catches on, after 4 months now, 
l'm making $$$ :)" (18/09/03). He says that he spends about half ofhis time 
communicating at work, mostly, in consultations with clients, with little writing involved 
except for the sales letters he sends to clients. He enjoys his job much more than he had 
enjoyed his last year of the Engineering Program: "It's awesome, 1 love my job, driving 
around taking pictures ofhomes and helping [people] se11 or rent their homes without 
paying commission. 1 feellike 1 accomplish something and save [people] sorne $$$" 
(EM,18/09/2003) 
Interpretation of Moe 's Story 
When 1 asked him why he had chosen Computer Engineering as his major, Moe 
responded bye-mail that his family had wanted him to go to university and that "at the 
time, engineers were in demand and made very good salaries. [A]11 these factors made me 
go into engineering" (25/0712003). Moe's choice of engineering as a career path was 
made under the pressure ofhis familyand under the impression that the high-tech boom 
would last forever, and he would be able to make much money as an engineer: this 
motivation did not seem to be enough to make Moe engaged with his engineering studies 
at university. Nobody in Moe's family or among his friends belonged to the engineering 
community ofpractice, "nobody, even down the chain" (EM, 25/07/2003). With time, 
Moe's dominant motive proved to be his desire to make money rather than to become a 
member of the engineering profession. 
Moe's responses to the questionnaires, e-mail messages, and the interview do not 
indicate that he was in possession of relevant cultural capital that would he1p him 
"navigate the currents" (Freedman & Smart, 1997) of the engineering discipline and 
profession. In other words, unlike Sami who had support ofhis father and the experience 
ofhis grandfathers to rely on, it appears that Moe was completely on his own when he 
entered the University, and the only cultural capital related to the academic studies Moe 
had at that time was the capital he had acquired in secondary school. 
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It has been observed in the literature on situated learning that "formaI schooling 
often creates passive learners who wait for knowledge to come to them, but situated 
learning requires participation and interaction" (paré & Le Maistre, in press). Even with 
time, Moe's responses to the questions related to his learning in the ECC never went 
beyond a list of document types that had been practised in the course. For ex ample, at the 
end of the ECC, Moe equated communication strategies with particular types of 
documents: in response to the question, "Have you learned any use fuI communication 
strategies in [the ECC]?" Moe wrote, "Yes. Writing reports and proposaIs" 80 (Q, 11/997). 
ln other words, it appears that Moe's perception of genres is the one that solely relies on 
textual features and does not inc1ude the rhetorical context, unlike Sami's, which inc1udes 
the audience, tone, and content of communication. 
Moe's view of communicating as producing discrete documents lingered: when 
asked ifhis work on the ECC project helped him in the engineering course81 the project 
was based on, Moe responded, "Not at all, 1 did not have to write any reports for my 
[engineering] course" (EM, 29/03/1998), and four years later he wrote, "1 think more 
courses like [the ECC] are needed. Also courses [where] they teach you how to do 
presentations because 1 have to do a couple of them soon" (EM, 22/03/2002). 
It does not appear that either the experiences he had accumulated while studying 
in the Engineering Pro gram or the workplace experiences before the first year at the 
University and after the third year helped him develop an understanding of professional 
communication as a constellation of communicative strategies, to use Schryer's (2000) 
phrase. Moe has persisted in his view of university studies as training for a particular job 
and professional communication learning as skills training in particular types of 
documents and oral presentations, each ofwhich seemed to be viewed by Moe as a single 
occasion for writing or formaI speaking unconnected to any other work that he as an 
engineering student and novice professional might be engaged in. 
Paré and Le Maistre (in press) observe that "many newcomers, lulled into 
passivity by school practices, may miss the chances that await them" and add that 
80 A common answer at the end of the course. 
8! Moe chose a programming course as the basis for his ECC project. He decided to study the operational 
system UNIX (see Appendix F). 
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"newcomers must be ready to learn whenever and wherever opportunities arise." Moe, as 
an engineering student who does not seem to have enough relevant cultural capital, 82 
appears to have repeatedly missed the communication opportunities that came up in both 
the academic and workplace parts ofhis life and that might have allowed him to develop 
into a professional communicator. For example, he avoided any writing tasks at the 
University and was happy when other students took it upon themselves to do the writing 
part of course team projects (e.g., the team lab report and fourth year project report); he 
complained that he did not remember anything from the Eee and at the same time--
unlike Sami--did not make any effort to access the Eee web page (which his fourth year 
project instructor, Bill, had linked to the project web page) in order to refresh his memory 
of the princip les of engineering communication. In other words, he did not seem to be 
prepared to spot and recognize the infrequent kairotic moments that the Engineering 
Program curriculum provided the students with and, consequently, effectively missed 
them. 
In addition to having missed kairotic moments at school, Moe continued to miss 
them even after he had finally made his career choice and decided to become an 
entrepreneur, a career path that seems to be based on his own interests. Even though he 
was not afraid ofrisk-taking and bravely ventured into the world of business, his risk-
taking strategies are markedly different from those used by Sami. Moe repeatedly said 
that he needed money to finance his business and that he was forced to invent ways to 
find the money: "1 can really use the prize money for start-up cost" (EM, 01/02/2003); 
''l'm funding my company myself, no one else has helped me with it. 1 used sorne 
creative ways to fund it, for example the web site which cost the most money is being 
paid for on a monthly basis" (EM, 16/0312004). However, these circumstances did not 
seem to help him understand that the quality ofwritten business proposaIs was important 
for the outcome of the competitions and how important the deadlines were. He did not 
address the quality of the written proposaIs even after having lost two competitions and 
82 Even though Moe took a year off after having graduated from high school and worked at a computer 
store fixing hardware and software problems and responding to customers' e-mail messages and writing 
work orders (Q, 09/1997), this experience does not seem to have affected Moe's views of communication, 
perhaps because his responsibilities were very limited, stakes in the communication he was involved in 
were low, and his supervisors did not think it important to explain how written work orders were an integral 
part oftheir business. 
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continued to aImost miss the deadlines with aIl his proposaIs. It appears that he 
misinterpreted the chronotope (Bakhtin, 1981) of the business competition. According to 
Lemke (2004), such misinterpretation may make a person "feel uncomfortable with place 
or with pace"--and in Moe's case, the pace as expressed through deadlines did not work 
for Moe. In other words, he did not seem to treat any of the business competition 
deadlines as kairotic moments that he needed to seize; rather, he perceived them as the 
chronoIogicai time by which the proposaI had be to be submitted (no matter that it had 
been written at the last moment, whether it was revised, whether the audience was taken 
into account, and so on). In fact, the way Moe approached the writing of the proposaIs 
suggests that he did not intemalize (to use Vygotsky's and Engestrom's term) the concept 
that writing in the technical professions is more than just putting on paper what seemed to 
him like a brilliant idea, hoping that the readers would figure it out. Since the 
intemalization part of the expansive cycle in his case did not go smoothly, the 
extemalization did not occur (see Section Three, chapter 2 for discussion of expansive 
cycles). For example, he would write to me, "the 3 page proposaI that we had submitted 
sucked in terms ofthe way it was written but the idea of the business was really good " 
(EM, 22/03/02) and "My business plan is all in my head now, the hard part is writing it 
properly on paper" (EM, 05/03/03). Moe did not seem to realize the importance of the act 
of communicating his ideas to the readers. 
Apparently, it had been Moe's practice at school not to pay much attention to the 
way his ideas were communicated and to do his work at the last possible moment. This 
practice continued up to and including the fourth year project; and since this practice had 
allowed him to receive reasonable marks in his courses (e.g., "1 did get the 2nd highest 
mark in all the presentations from the [fourth year] project. 1 really don't know how 1 
pulled that, most ofmy slides were pictures! The final report is what brought me down 
from an A+ to an A" [EM, 22/03/2002]), he thought it would work with business 
proposaIs. Moe does not seem to have developed the sense oftiming even after 
university graduation because he continued to treat business proposaI competition 
deadlines as school assignment deadlines (i.e., as something that could be missed with a 
consequence that would amount to a mere slap on the wrist). When preparing proposaIs 
for all three competitions, Moe started writing them the night before the deadline and 
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hoped to win the competition because his idea would still impress the judges no matter 
how badly the proposaI was written. After having had all his business proposaIs rejected 
in the first rounds ofthe competitions, Moe tried to find reasons for these failures: "the 
judges were on crack ... Maybe there was not enough high tech"; "last years winners 
were [people] that had actually started their idea and made it into production" (EM, 
22/03/2002). He did not appear to have attempted to look into his communication 
practices as a more serious reason for losing the competitions. 
In the same way as he had earlier complained that there had not been a specifie 
course that would train him to deliver oral presentations at the time when he needed to 
make them (EM, 22/03/2002), Moe continued to complain that there had not been a 
specifie course in the Engineering Program that would train him how to write business 
proposaIs. He implied that business students were trained how to write business proposaIs 
while engineering students were not (22/0312002) and wrote, "1 only wish if! had taken 
more business courses at Carleton" (01/0212003). Moe's frustration was deepened by the 
dramatic changes in the high-tech job market: "1 think we should have had more courses 
like [the ECC] and less ofthose other useless courses. 1 don't know much of the computer 
engineering degree l'm going to use in my life" (EM, 01/02/2003). In other words, 
Moe's view of the university pro gram as skills training with each course narrowly 
tailored to one specifie skill that he would be able to replicate and make a "very good" 
salary (EM, 25/07/2003) has not changed over the years of the study and served as one of 
obstacles on his way to winning a proposaI competition. On the other hand, it must be 
noted that he did start a company that seems to be functioning at the time this chapter is 
being written. 
Moe's member check. Hi Natasha, l'm really sorry for the late reply, been 
really busy + 1 think 1 got the [flu] :( [A ]ttached is the file, 1 only made [ a] 
few changes to the first page which 1 highlighted. [E]verything else looks 
good. (19/10/2004) 
P.S. Moe is currently in the process of obtaining his real estate license and continues to 
run his web-based business (EM, 13/05/2005). 
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Case Three 
Rebecca's Story 
Rebecca grew up on a small fann in Central Canada. She says that she always 
knew that she would have to leave the fann eventually and decided to choose a career 
that would allow her to travel and see other parts of the country. When she lived on the 
fann, Rebecca thought that "an engineer was a mechanic" and was not aware ofwhat the 
profession involved until she started university (EM, 12/09/2003). In her limited 
knowledge of the profession before entering the university, Rebecca appears to be 
somewhat similar to Moe. 
In the first year of university, Rebecca felt confused and could not understand 
practical applications of courses she was taking. The result ofthis confusion was low 
marks in several first-year courses. Rebecca took the ECC in the fall term ofher second 
year, as she was repeating sorne ofthe first year courses in an attempt to improve her 
grades. At the beginning of the term, she noted in the in-c1ass questionnaire that she 
considered creativity her main strength and grarnmar, her weakness; she expected that the 
communication course would improve her "ability to write and speak in regards to ... 
engineering courses, as well as ... humanities courses" (09/1997). At the end of the term, 
her reaction to the ECC was strongly negative: in response to the End-of-Term 
questionnaire's question "Have you Ieamed any usefui communication strategies in [the 
ECC]?" Rebecca wrote 
No Response 1 
and added, "1 didn't find that my grarnmar and language approved [sic] at all during the 
course" (12/1997). 
A term Iater Rebecca expressed a changed perception of the effects ofthe course. 
When answering a question from an electronic questionnaire whether the ECC had 
helped her with her studies and other engineering-related work, she wrote, 
Response 2 
Yes, actually it has. Many second year subjects require the writing of formaI and 
semi-formai reports. [The ECC] ... provided a basis ofknowledge for these 
reports since they are not based on what was leamed on writing reports in the first 
year courses. These Iab write-ups inc1ude an extensive amount of documentation 
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and written work. ... Most of the concepts presented in the course _are _ quite 
useful. It will eventually pay off to do the work. (25/03/1998) 
In the summer that followed, Rebecca worked full time for a small engineering 
company and then continued to work part-time at another small engineering company 
during the school year. When a full year passed since her strongly negative reaction to 
the Engineering Communication course (see Response 1), she received another electronic 
questionnaire from me. This time her response to the question "Did [the ECC] help you 
in your engineering course work?" was 
Response 3 
There was theoretical value in ... [the ECC] ... such as organization of long 
projects .... The great thing that 1 found quite worthwhile was the final report, 
and the orals/abstracts/proposals that went along with it. 1 found it quite a good 
idea to concentrate on one big subject for a course such as [the ECC] then to try 
and ... throw a whole lot of little things in as well. (30/1 0/1998) 
A comparison of the three responses ab ove suggests that at the end ofthe ECC 
Rebecca did not feel that she had learned anything useful in the course. Even though she 
had chosen to work on an engineering communication project based on both the Calculus 
course she was repeating at the time and her future engineering specialization (see 
Appendix F, p. 273 for sample ECC projects), her negative Response 1 indicated 
annoyance and frustration with the course, and, perhaps, with the whole Engineering 
Program (later in an interview she said, "1 was so disappointed in the first year by what 
engineering was and what engineering writing was" [18/03/2002]). 
At the time ofher graduation, four and a halfyears after Response 1, Rebecca 
reflected on her original negative reaction in the following e-mail message: 
1 do remember thinking that [a lot] of the exercises performed in the original 
[ECC] lacked a "point" or a foreseeable goal, and perhaps that was what the "No" 
meant. (21/04/2002) 
Reflecting on her more positive Response 2 four years later, Rebecca, who by that 
time had already had significant engineering workplace experience, noted in an e-mail: 
"Communication had very little effect on my [courses] 1 st through 3rd years. 1 found that 
the professors provided 'cookie cutters' that work had to match and there was little 
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deviation from this mIe" (21/04/2002). Nevertheless, she c1aimed, "After the year 1 
believe 1 found ways to apply [what was taught in the ECC] ... to other course work" 
(21/0412002). This c1aim reinforces Response 2 in which she speaks about her ability to 
use what has been leamed in ECC for her other engineering courses and work. 
It appears that the first year' s confusion about the engineering program had a 
lingering effect on Rebecca. While in her second and third years, Rebecca was still going 
through sorne difficulties, inc1uding being on probation for a year. During her second 
year at university, while repeating sorne of the first-year courses, she wrote in a posting 
on the ECC electronic discussion group: "Maybe by next year (my third) 1'11 actua11y 
understand what's happening!" (14/10/1997). In the third year, one ofthe prof essors 
suggested that she should contact the University Centre for students who require special 
academic accommodation. This suggestion proved very helpful, and Rebecca was fina11y 
able to overcome her problems and successfu11y complete the third year of the program 
(l, 18/03/2002). Nevertheless, in her final year at university she was still unhappy about 
her early academic experiences and indicated that only by the third year did she begin to 
understand purposes of and connections between courses in the engineering program: 
"Until you get to the third year, you have no idea" (l, 18/03/02). 
The fourth year of the engineering program brought a dramatic change to the 
amount and importance of communication. According to one ofRebecca's e-mails, in the 
fourth year she was writing more than ever before in her life: "The amount ofwriting that 
1 did was quadmpled at the very least. Term papers, essays, reports, design meetings, 
project meetings etc, consumed most ofmy days" (21/0412002). In an interview, she 
noted that the fo11owing communication strategies that had been introduced in the ECC 
were particularly useful for the fourth year project: the group work strategies and "having 
to evaluate" her c1assmates' written drafts and oral presentations (18/03/02). However, 
she kept lamenting that she was not able to apply these and other communication 
strategies leamed in the ECC until the fourth year, by which time she c1aimed to have 
forgotten how to apply them. For example, when commenting in an interview on the 
understanding of the principles oftechnical oral presentations she had gained in the 
communication course ("Because without that course, we wouldn't know what to look for 
when a person was presenting"), Rebecca added, "But it wasn't useful in the 4th year 
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project presentation because it was so long ago" (18/03/02). In the fourth year, 
presentations became an important part of the final project that aIl students in the Faculty 
of Engineering are required to complete in order to graduate, and again, Rebecca 
commented on insufficient experience she had had with presentations prior to the fourth 
year proj ect: 
Other than [in the ECC], we never did anything [like oral presentations], and that 
was a long time. And we did nothing like that, absolutely. No presentations for 
three years. .. . We did a small tiny presentation, four minutes, four people: you 
just present one slide--it was negligible. It was a real challenge, the 4th year 
presentation. (18/03/2002) 
Based on this experience, Rebecca made a suggestion: 
1 think [the ECC] would be a great 3d year course. That's when you start writing 
aIl YOur essays, and doing YOur presentations. And 3d year students would have 
more experience .... And your first year physics labs are so different from your 
advanced labs [in the third year] and you finally have an idea ofwhat you learn 
and what you want to learn, and you finally start paying attention. (18/03/2002) 
The data provide evidence that Rebecca's view of the ECC became more positive 
from year to year: she started seeing the purpose of the course activities and c1aimed that 
though she had "forgotten much ofwhat was taught in the course," she felt that it was 
"necessary to have such a course" (EM, 21/04/2002). But even though she would repeat 
that the course was important, Rebecca did not seem to see it as integral to the 
Engineering Program, and she would not explain why the course was important for future 
engineers. In an interview, she noted, 
[The ECC] ... doesn't apply to engineering. That is, it isn't Calculus, it's not 
chemistry, it isn't technical .... [but] even though it might not be interesting, it is 
important. (18/03/2002) 
Only after Rebecca had worked in the field as a junior engineer, rather than a 
student, did her view of the role of communication in her engineering work become 
better defined: 
l'm involved in a field where your career is essentially based upon the writing you 
can produce. It would be very difficult for me to pick out one situation where 1 
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didn't use writing. Whether it is writing to my supervisor on email, or writing a 
final report on my projects, or presenting data to a group of people, 1 use writing 
skills every single day, aIl day .... 1 find communication an engrained part of my 
career, both when 1 was a student,83 and now that 1 am working in the engineering 
field (EM, 26/07/2003) 
Rebecca worked in several small engineering companies and government 
departments throughout aIl the years ofher university studies. In the fourth year of the 
Engineering Program, she was hired by a department that later offered her ajob upon 
graduation. As Rebecca was moving into the engineering practice as a new practitioner, 
she commented in an e-mail on the differences between school and workplace: 
1 find University very structured, and very creatively limiting. In the workforce, 
l'm given free rein to try new ideas, new methods and different implementations. 
This 1 find is almost expected practice. At school, the formulas must be followed, 
the due dates met, and aIl margins must be exactly 1" around. This is the largest 
problem 1 found with moving from being an engineering student, to an employed 
young engineer--you have to refind creativity. (21/04/2002) 
In this message the theme of creativity appears again, for the second time after it had 
appeared in Rebecca's response to the very first ECC in-class questionnaire ("My 
strengths are my creativity" [09/1997]). Never did she refer to creativity in the course of 
her studies at university; only after having accumulated sorne work experience did she 
retum to her idea of creativity in engineering work. This may indicate either her limited 
view of the engineering pro gram at the time when she was attending university or the 
somewhat creatively limited and over-regulated engineering program she was enrolled 
in.84 
She reported that she felt confused even in the fourth year and even after having 
worked in engineering companies part-time for a few years. She did state repeatedly that 
her experience working on the fourth year project with 22 other students had been "very 
83 Even though Rebecca daims in this e-mail message that she has considered communication "an 
engrained part" ofher career as a student, never before did she articulate why it was so. 
84 Bill also commented on severely structured requirements of the engineering program that he contrasted 
with the workplace atrnosphere, in which the severity of requirements and deadlines is dictated by the 
CUITent need (see Case Four in this chapter). 
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unique" (l, 18/03/2002) in that it made her part of a group that worked together on the 
same engineering task, but continued to express her frustration: 
1 found it very tough at school to have your voice heard. In the 4th year project 
you have to go through several people [students working on different parts ofthe 
project], and it's difficult to get the information and understand what they've done. 
It's hard to find the correct channel at school because there are so many people. (l, 
18/03/2002) 
In this respect, her reactions are somewhat similar to Moe's and markedly different from 
Sami's. However, at work, perhaps because she always worked in smaH organizations or 
departments, she started feeling part of the community of practice faster and more easily: 
"Even people 1 speak [to] on the phone, 1 speak to the same people all the time" (l, 
18/03/2002). In an interview, Rebecca contrasted her communication experiences at 
university and at work: 
They [at work] had to make sure 1 had access to reports and information and knew 
who to ask questions ... As a student rat school] there are a lot more barriers: rat 
work] you can always ask a question, or knock on a door, or ask a question at a 
meeting--a lot of opportunities to talk to people. As a student, the doors are not 
always open, it's really difficult to get to professors. Sorne Profs don't make office 
hours because they don't have time. At work everyone is doing their job, while at 
school, many people are not there to be a teacher. In school, it's very difficult to 
relate to people from different cultures and when you can't understand their 
accent. At work, it's individual and you can ask them to speak more slowly .... It 
might be surprising, but 1 find at work it's a lot more informaI. You get to know 
each other really well. (18/03/2002) 
After only a few years in the new workplace, she seemed to have a strong sense ofbeing 
part of a COP that inc1uded not only her immediate co-workers in the department but also 
engineers from aH over the country. This identification appears to be much stronger than 
her identification with the academic community with engineering students ever was. In 
an interview, she reflected on her work as being part of a large national network of 
engineering experts: 
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1 write [reports] for the use by ... engineers and 1 write them for the use by senior 
engineers who are trying to deal with the whole system (the whole [engineering 
object ofher investigations]) ... for the departments, not for somebody in 
particular. (18/03/2002) 
Rebecca's current responsibilities as an Engineering Analyst involve much 
written and oral communication. She estimates that she spends approximately 55% ofher 
time at work communicating on the job in total, out ofwhich up to 90% is spent writing 
because "most of the requirements of the job are satisfied by producing reports from ... 
engineering work" (EM, 06/03/2004). She produces reports on engineering investigation 
findings, internaI procedure documents, fonnal engineering reports, memos, and letters to 
industry. Rebecca estimates that she spends about 10% ofher "communication" time 
communicating orally with internaI briefings or external promotional formaI 
presentations sometimes required (EM, 15/0912003). 
Interpretation of Rebecca 's Story 
AT and the situated perspective as presented in the theory of communities of 
practice complement RGS (see chapter 2 for a detailed discussion) in this analysis of 
Rebecca's journey through school to workplace. At the centre ofmy inquiry is her 
learning trajectory, which Rebecca follows when becoming a full-fledged communicator 
within the engineering profession. While RGS provides us with a perspective that situates 
professional genre learning within authentic and timely activities, the three-Ievel model 
ofhuman activity and the relationships between subject, mediational artifact, and object 
within an activity system help me trace causes ofRebecca's changing perceptions ofthe 
role and place of communication in engineering and her developing sense ofherself as an 
engineering communicator. The situated learning perspective helps illuminate Rebecca's 
integration into the engineering workplace and her realization ofherself as an engineering 
communicator. The combination ofRGS with AT and situated learning (see chapter 2) is 
particularly he1pful in the analysis ofRebecca's case as this combination aids me in 
unpacking a learning trajectory of an engineering student as she gradually becomes a 
professional engineering communicator. 
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Thus, the three-level model of activity is a theoretical tool that allows me to 
unpack changes in Rebecca's perceptions of the ECC usefulness for her engineering 
studies and work. The following briefly summarizes the model discussed in chapter 2. 
Ruman activity in this mode1 is represented as consisting of mutually dependant and 
connected constituents: need and motive; goal, and conditions that are necessary to 
achieve the goal, and the corresponding levels of activity, action, and operation, with 
constant mutual transformations taking place between all components and levels. For 
example, when she reacts negatively to the whole course (Response 1) and says that a lot 
of activities seem to have lacked "a 'point' or a foreseeable goal" (EM, 21/04/2002), 
Rebecca is providing us with a fairly common novice's perception of an academic course 
in an unfamiliar discipline (such responses were often given by students at the end ofthe 
ECC). Rebecca's cultural capital did not appear to inc1ude the expectations of the 
engineering profession85 and she had not been exposed to the field before taking the 
ECC; she took the communication course at the beginning ofher engineering studies 
when her domain content knowledge was practically non-existent. AlI these factors made 
it unfair and unrealistic to expect that she would gain the understanding of the integral 
role of communication in engineering from an introductory communication course. 
Generally, the ECC instructors perceive the course as part of the activity of 
introducing students to the foundations of engineering communication and, hence, of 
preparing students for the engineering profession, and are aware of the course's 
connections to other courses, the engineering curriculum as a who le, and industry 
expectations.86 Instructors design specific exercises to provide input to students' leaming 
of engineering genres and perceive these exercises as connected and forming a coherent 
series ofpedagogical tools. As the three-level model ofhuman activity suggests, an 
inexperienced student does not and cannot do each exercise at the operation level because 
the student is like a novice driver leaming to drive a car: every "exercise" for himlher has 
its own goal and becomes an action that requires full conscious attention. That is, what 
85 Unlike in Sami's case, when Sami's cultural capital had allowed him to understand relatively early the 
importance and place of communication in the engineering profession. 
86 Just like instructors in any other courses are aware of the connection of their courses to the program as a 
whole and the program's goals. Sorne upper year students may also develop this awareness, when their 
background, cultural capital, and academic and work experiences have prepared thern for the expectations 
of the discipline and/or profession. 
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for the instructor is a mediational artifact, for a student is an object. In other words, as 
Dias et al. (1999) put it, 
The two activities, teaching and studenting, seemingly complementary and 
operating in parallel, represent different perspectives and generate actions whose 
goals are often at odds with one another. (p. 67) 
Only with time and after having experienced situations that require the use of 
strategies leamed in the course for other purposes, i.e., other courses and/or at work, 
sorne students start realizing that discrete exercises were not as randomly discrete as it 
appeared while students were enrolled in the course (as Rebecca demonstrated in 
Response 3). It is significant that, as the time passes and as Rebecca becomes more 
involved in the context of engineering--both as an academic discipline and as a 
profession--her view of the effects of the ECC change from the abrupt "No" in Response 
1 to the recognition of the usefulness ofparticular course activities in Response 2 (e.g., 
writing formaI and semi-formai technical reports, Iab write-ups, and so on) to the view of 
the course a whole ("one big subject") in which all discrete activities find their place 
(Response 3). In other words, to leam a genre, one needs to use it "to get things done" in 
an authentic setting for a particular purpose (Dias at al., 1999). Or, to return to the 
parallei 1 drew in chapter 2 between the three-level activity model and Hegel's nodalline 
of measure relations (1812/1969), the accumulation of experience of a genuine activity 
that consists of numerous actions leads to a sharp qualitative change in the student's 
perception of the whole activity, in this case, learning and using genres of engineering. 
Rebecca's changing responses to the ECC and her growing understanding of 
what engineering communication entails reflect both the importance of time and timinl7 
in students' perceptions of communication in engineering and the importance ofthe 
domain content knowledge in the process ofbecoming an expert (Geisler, 1994). It also 
reflects Rebecca's "movement" through Engestrom's expansive cycle (see Section Three, 
chapter 2) from the time she was intemalizing the knowledge of the discipline to the time 
she started to extemalize it. Rer growing understanding of the Engineering Pro gram 
chronotope (Bakhtin, 1981) and the importance of timing and preparedness in terms of 
students' engineering content knowledge is reflected in Rebecca's insistence that the 
87 In a somewhat different way then it was reflected in Sami's case. 
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communication course should be offered at the third year level because only by the third 
year the majority of students start understanding ''what's happening" and have a real 
need to apply the communication strategies introduced in the communication course. 
Rebecca provided this suggestion at the end ofher last year at university, by the time 
things had fallen into place and she had become able to see connections between courses 
in the pro gram. At this point in time, the real need becomes a c1ear driving force for the 
learning of engineering genres. This is the time when Rebecca starts looking at the 
curriculum critically and says that it would be more beneficial for students to have such a 
communication course later in their academic careers.88 
Figure 5 (Le Maistre & Paré, 2004), presented in chapter 2, allows us to visualize 
the causes ofthe changes in Rebecca's views of the centrality of communication for her 
profession. Genres of engineering communication that Rebecca was trying to master 
while in the ECC (the objects ofthe learning activity in the course) became mediational 
means during her fourth year project and at work, just like lab reports and log books that 
serve as objects in engineering laboratory courses become mediational artifacts in the 
fourth-year project and in the workplace (see chapter 2 for a discussion of AT). For 
example, Rebecca named progress reports and the project completion report as most 
important and memorable components ofthe ECC: "The progress reviews ... were 
probably the best things to learn" (l, 18/0312002) simply because these genres were 
necessary for her to communicate the progress and results ofher engineering work. While 
she was enrolled in the communication course, these genres constituted the object ofthe 
learning activity; later, in the fourth year of university and at work, Rebecca had to use 
them again and again as a mediational means when working on different projects.89 
From her various comments, it follows that Rebecca did not find the university 
chronotope comfortable and did not adapt to it even by the end ofher studies: she did not 
begin to feel a full member of the engineering student community at university. However, 
her integration into the workplace chronotope appeared to have been much smoother, and 
88 Offering a communication course to frrst- and second-year students may have sorne advantages frorn the 
point of view of the university administration, such as that offering a writing course early in the constrained 
engineering program allows for more technical engineering subjects to be offered in the upper years and 
that, because sorne students start their co-op work terms after the frrst year, they may need to write reports 
at work (University Engineering Faculty Board, personal communication, Decernber 1998). 
89 The object of Rebecca's activity in the fourth year project was to find a solution to a real engineering 
problern that a group of 22 students was given by their engineering prof essors. 
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she seemed to be in control ofher integration into the workplace COP. In an interview, 
she described strategies that she had developed to ease her transition into this workplace 
COP: 
1. at the beginning, she heavily relied on her boss's advice, as she wrote in an e-mail, 
"to make sure that the work 1 do ... is correct for the situation" (18/09/2003). She 
is now referring to the situation as the context to which her written work must 
respond, which reflects a developing rhetorical genre perspective on engineering 
communication (from types of documents to the contexts to which such 
documents respond; see chapter 2 for discussion); 
2. because Rebecca is not a licensed Professional Engineer (P. Eng.) yet,90 she has 
told me that she gives all her reports to her boss, who is a P. Eng. 
because 1 ... can't sign them. He reviews them and then 1 fix ... them up 
and they go up the chain .... Now [1 receive] a lot less feedback than 
before. At the beginning, [1 had to do] a lot of editing; [1] had to rearrange 
my whole style. (18/03/2002) 
Not only did she have to rely on her boss's evaluation ofher written work, she had to 
change her writing to ensure that the boss would feel comfortable signing it. That is, the 
style she has developed at school and at her other engineering jobs had to be adapted to 
the context of the new workplace (cf. Anson & Forsberg, 1990/2003; Dias et al., 1999); 
3. she seems to have become a skillful reader ofthe local COP's chronotope: since 
she's been a student, she has developed a strategy to let her co-workers know that 
she is a newcomer to the COP, signalling to them that she may need more 
information than an oldtimer (see discussion ofCOPs in chapter 2): 
90 In order to be able to sign and seal technical reports and drawings a Canadian engineer must obtain a 
Professional Engineer Licence from a provinciallicensing body. In Ontario, such body is represented by 
Professional Engineers Ontario (PEO). Ontario law requires that an engineer should have a bachelor's 
degree from an engineering program accredited by the Canadian Engineering Accreditation Board (CEAB) 
of the Canadian Council ofProfessional Engineers (CCPE), or equivalent acadernic qualifications; have 
had four years of engineering work experience before obtaining a professional engineering licence, and 
have passed the Professional Practice Examination (PPE) on ethics, professional practice, engineering law 
and liability. (Professional Engineers Ontario, n. d.) 
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In the past, 1 would say l'm a student so they knew who 1 was and not get 
wrong impressions .... [1 am] a bit more comfortable now, but 1 still make 
sure they know l'm a student. ... [Now that 1 am an employee] 1'11 make 
sure they know that l'm ajunior engineer. (18/03/2002) 
These strategies are apparently considered legitimate in Rebecca's workplace 
COP as they have been helping Rebecca both to learn more about her job, get her job 
done, and bec orne accepted as the COP member. She says that in the workplace "1 feel 1 
learned, and it's confidence. You have to gain respect and confidence" (18/03/02). 
Rebecca's self-evaluation ofher strengths and weaknesses as an engineering 
communicator has also changed from a vague one provided at the beginning of the ECC 
("my strengths are my creativity ... my weaknesses are my grammar" [Q, 09/1997]) to a 
very specifie one provided a year after graduation ("1 know that 1 am a good report 
writer, but a poor public speaker" [EM, 14/09/2003]). In 2003, six years after having 
taken the ECC, she was not only able to identify her strong and weak points as a mature 
communicator but also capable of identifying ways of using the strengths to her 
advantage and dealing with her weaknesses: "1 tend to choose tasks that display my 
strengths. 1 also believe, however, in trying to improve areas in [communications] where 
1 have demonstrated that 1 am relatively weak" (EM, 14/0912003). This se1f-evaluation 
reflects a level of maturity and professional confidence and a good grasp of what is 
important to be a functioning member ofher COP. 
Rebecca 's member checks. Thank you very much for forwarding the case 
study! 1 just wanted to let you know that 1 [received] it and have no 
trouble reading the document. 1 briefly read it through, and on first glance 
1 can't notice any errors. It is very interesting reading--I will [definitely] 
read it in more detail and if 1 find any errors in the factual information, 1 
will let you know welI before October 3--1 am leaving for [another town] 
at that time for a few weeks. 1 never kept track of my responses to your 
questions/interviews over the years, and 1 find it incredible how l've 
changed, and how my responses have changed. 74 pages! 1 didn't even 
realize it. The study is very interesting. (13/0912004) 
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Hi! ... l've been rather busy getting ready for my trip.l've had a 
chance to thoroughly review the document and 1 can find no errors. In 
fact, 1 quite enjoyed reading your analysis of my case. As 1 mentioned in 
my previous email.Idid not keep track of my own responses to your 
questionnaires, but aIl the quotes sound exactly as what 1 would have said 
over the years. Thank you again for the opportunity to review my case. 
Good luck with your research and future studies! (1110/2004) 
P.S. Rebecca continues to work in the same position and is awaiting the time when she 
becomes eligible for the Professional Engineering license, which will allow her to 
progress further in her career (EM, 13/0512005). 
Case Four 
BUl's Story 
In the summer of 1998, Bill approached me with a request to be allowed to take 
the ECC as an elective. At that moment, he was in the fourth (and the last) year ofhis 
Engineering Pro gram and had already passed the previously required Summer 
Engineering Project. Nevertheless, he wanted to take another communication course, and 
1 allowed him to enroll in the course and take it as an elective because 1 thought it would 
be beneficial both for him, as he was working on his fourth year engineering project at 
the time, and for other students who would have an upper year peer among them. In one 
of our interviews, Bill mentioned that in high school he had considered "going into 
English" as his career because he found English "easy to do." He chose engineering over 
English because he found engineering more challenging (29112/2003).1t is important to 
note that Bill' s communication skills had been sufficiently developed by the time when 
he joined the ECC. 91 
In addition to being a fourth year student, Bill had had five years of combined 
part- and full-time engineering-related work experience prior to joining the ECC. He had 
91 Prior to enrolling in the ECC, on bis own initiative Bill had taken summer writing courses in another 
university to improve bis writing. 
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stat1ed working at a major local high-tech company while still in grade 12 (l, 
28/01/1999), and continued to work there while studying at university. As Bill wrote in 
his Initial Profile, during these five years he had a chance to work with different groups 
and had had "a wide array of responsibilities" which made him communicate with 
professionals (09/1998). He enrolled in the ECC because he was planning to make his 
work in the communication course help him write documents and reports required for his 
fourth year engineering project that he was taking concurrently with the ECC. At the end 
of the term, Bill wrote in a posting on the electronic course discussion group, 
One of the most important things l've leamt over the last few years is that my 
"engineering" skills are always secondary to my "communications" skills. IfI had 
a brilliant idea, but couldn't convince anyone it was so good, would it ever be 
realized? (30/11/1998) 
A year later, while already in the Master's pro gram, Bill was working as a Teaching 
Assistant (TA) and preparing to supervise a fourth year project as a sessionallecturer.92 
He listed the skills that he considered important for an engineer at that time: 
"Communication skills. Computing skills. Technical (engineering) skills. In that order" 
(EM, 28/11/1999), and further commented on the effects of the co~unication course on 
his studies and work: 
My fourth-year project, numerous work-related presentations, tutoring other 
students on effective writing skills, marking papers for a course l'm TAing,93 and 
planning for a course l'm going to be teaching are all situations where my skills 
and knowledge from the [ECC] ... were used. In every case, 1 have been better 
off for the course material. (28/11/1999) 
Later, Bill repeatedly stressed that the ECC had made it clear to him that his "industry 
experience really helped [his] ... communication skills" (EM, 14/08/2002). 
He, like Sami, Moe, and Rebecca, observed that the engineering pro gram had not 
provided him with many opportunities to improve his communication abilities: there was 
not "much chance to improve them in an academic setting (because 1 didn't write many 
92 The fourth year project that both Sami and Moe would take under Bill's supervision. 
93 W orking as a Teaching Assistant 
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essays or reports in the first three years ofmy B.Eng.94)" (EM, 30/10/2002). Similarly to 
Rebecca and other study participants, Bill doubted the usefulness of offering the ECC to 
first year students as the only communication course in the pro gram. Similarly to other 
participants in this study, he repeatedly suggested that the communication course should 
be moved to upper years: 
1 don't know if [the ECC is] useful to first year students .... 1 think they would 
probablybe better offwith [a fourth year level course] ... maybe [it should be 
offered] even to third year students because they would have sorne breadth and 
can use the information for the fourth year course. You want to be teaching it at 
the same time as they are doing their fourth year project. (1,29/12/2003) 
In a series of interviews, Bill stressed that he had appreciated the ECC particularly 
because he had taken it at that time in ms studies when there was a real need for 
professional communication: 
In [the ECC], when 1 was communicating, there was a purpose to it. Maybe for 
me, maybe not for other students. 1 was writing my fourth year project. It was ... 
it was something 1 was working on that was important. (05/03/2002) 
1 mean that was one ofthe great things ... for my fourth year project that 1 had 
you look at drafts of chapters. 1 could use what we were talking about in c1ass, 
even if! knew it already, refreshed it, and integrated those ideas in the thesis.95 
(29/12/03) 
Reflecting on his experience of applying the ECC concepts and strategies to the 
fourth year project, Bill suggested that the ECC should be "a mandatory fourth-year 
course -- taken in conjunction with the fourth-year projects" (28/11/1999). 
Bill's father, an engineer like Sami's, brought his family to Canada from Europe 
after he had been recruited by a major local high-tech company about ten years prior to 
my first meeting with Bill (l, 28/01/1999). Bill was a year younger than his c1assmates at 
school and university because, shortly after his arrivaI in Canada, he had been allowed to 
skip a grade at school (1,28/01/1999; 29/12/2003). Bill's family's life style and 
priorities have played an important role in his development. For example, he said, 
94 Bachelor of Engineering. 
95 The fourth year engineering project report is equivalent to an undergraduate honours thesis. 
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My parents didn't have a television until 1 was about 14, so 1 spent most ofmy 
lei sure time reading. My parents were also very liberal in encouraging this (ie: 
they allowed me to read Lord of the Rings from coyer to coyer, even though it 
meant 1 missed two school days). (EM, 24/07/2003) 
In the spare bedroom [in Bill's parents' house] ... two walls are covered with 
books. (l, 29/12/2003) 
Even though Bill does not mention his father as often as Sami does, he always 
speaks ofhis father with great respect and acknowledges him as one of important 
influences in his life: 
My father is an engineer ... 1 guess he's very good at what he does since he's 
been moving through the ranks ... 1 guess there's been this influence in my life 
too. (1,28/0111999) 
My father is [an] engineer and 1 suppose that guided my education and career 
choices. (EM, 24/07/03) 
For example, Bill's father he1ped him find his first co-op job, while Bill still was in 
high school. As Bill describes it in an interview, his father 
gave me a name of somebody else, and ... that person [was] setting things up, 
and we went from there. That guy introduced me to people who were my bosses 
the next summer, and that sort of ... continuing contact went on and on. 
(28/0111999) 
In addition to acknowledging his father's influence, Bill repeatedly stressed how 
important that first co-op job was for developing strong connections with the high-tech 
company where he then continued to work for six more years, both full- and part time, 
throughout his undergraduate and graduate studies. It was also important because it 
allowed Bill to work in a close contact with senior colleagues whose influence was 
apparent in the way Bill approached various tasks, including communication. For 
example, when working on his Master's thesis, Bill demonstrated a remarkable ability to 
reflect on his own writing. By the time he was first faced with the task ofwriting the 
Master's thesis, about two years had passed since the completion ofhis fourth year 
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engineering project report. Bill had not had much practice writing substantial reports in 
those two years - he was working, and teaching, and conducting research. He commented 
on his writing process in an interview: 
My sentences were very long. 1 was using 50 or 60 word sentences and 1 was .. 
my ideas were choppy. 1 was having problems transitioning because my ideas 
were in these big blocks, right? And 1 went back and 1 was breaking things up, 
and my revision process eventually became ... to eliminate sorne of ... the word 
and tense problems 1 was having. So, 1 like to use similar words and ... 1 have to 
flip back and forth through tenses sometimes. So ... when revising it, 1 became 
more and more adept at spotting my own mistakes. Yeah. Interestingly, the 
amount of my writing changed in four months. Because at the end .. 1 felt quite .. 
it was what 1 submitted: short sentences, separate ideas very easily flowing 
together ... because you can change the idea a little bit, and it will still relate to 
the previous sentence. Paragraphs started to contain .. one cohesive idea rather 
than four big blocks that were just sort of stuck together, you know. (05/03/2002) 
In this reflection, Bill describes the strategies that were used by his senior colleagues at 
work and also discussed and practised in the BeC. This description suggests that Bill was 
able to carry to new contexts the writing strategies leamed in various workplace and 
academic situations and reinforced in the BeC. 
While in his fourth year, in an interview, Bill commented on the connection that 
existed between his university studies and work. When he started university, aIready 
having worked at a high-tech company for two years, his work experience was helping 
his studies: 
the stuff that 1 leamed in the workplace, in the labs, what they wanted to see, how 
they wanted to see it, what was important, what wasn't. That really helped with 
what 1 was doing in the c1assroom because it gave me a feeling .. it gave me a 
feeling ofwhat's important. 1 guess, it's one of the most important things: what's 
important and what's not, how to .. how to give people what they want to see 
while not wasting your time. (28/01/1999) 
Bill added that later his university studies started helping him at work: 
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Because l'm taking fourth year .. courses [in a specific area of engineering] and 1 
was working sort of doing this sort of stuff during the summer [at the company]. 
So, l'm beginning to understand what [the] things that 1 did back then [had been] 
and they're beginning to make a lot more sense. (28/01/1999) 
Even though Bill was fortunate to have engineering workplace experience at the 
same time as he was studying at the university, he commented that he had not been able 
to see how courses in his program were tied together up until the third year (cf. Rebecca's 
story) and how the ECC fitted into the program. In an interview, he said, that until the 
third year, he had not been able to see 
how things tie together .... 1 really didn't see it until third year ... 1 didn't find the 
material interesting, 1 couldn't connect it to anything that was interesting. There 
was no purpose for learning what we were learning. So, we were doing all this 
stuff ... sure it was cool, but it had no application, there was no interesting part to 
learning it. Third year was sort ofturn around, 1 sort of, you know, 1 had an idea, . 
. . 1 had sorne successes in sorne courses and no success in other courses. And in 
the fourth year, it was all applicable. 1 could see, hey .. you learn this and you can 
do this with it. You know, and you get to pick your own courses, which is 
important. .. 1 did great, 1 did fantastic. So, and it's also when 1 took [the ECC] as 
well. So .. things started to tie up for me late. (05/03/2002) 
Later he added, "ifyou would've gotten me in the second year, 1 [would bel ... 
failing your course" (l, 29/1212003). Similarly to Rebecca, who contrasted school and 
workplace, Bill also contrasted his university and workplace experiences. Both Rebecca 
and Bill found university requirements more restricting than workplace requirements, and 
colleagues at work easier to communicate with than university prof essors and fellow 
students. Bill observed in an interview that at university the steps for problem solving are 
outlined, requirements clearly spelled out, and deadlines firm, while in the workplace, 
you are given extremely soft requirements, ... requirements change all the time; 
what people want to see, what they want ... in front ofthem ... the biggest part 
of the problem is defining the problem [italics added], .. figuring out what people 
want to see when they don't know themselves ... The deadlines .. sorne of them 
are severe, sorne of them are less severe .... there is a different emphasis on how 
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much work you have to apply to something because you're gonna be judged 
professionally about it, whereas at school everybody expects you to make 
mistakes .... 1 guess, what l'm saying is that [the opinion that] requirements in 
industry are a lot harsher than the experience ... and requirements at school, it's 
not completely true because [people] in industry are a lot more forgiving [italics 
added] ... 1 found that in industry you can go to someone and say, "look 1 don't 
want to do it and really need help," and they will say "Great!" But you try and say 
it to sorne engineering prof essors, and they will say "Oh. Have you been sleeping 
in my c1ass?" (28/0111999) 
When Bill graduated from the Master's pro gram in 2002, he received severaljob 
offers from small engineering companies. After he had visited the companies and chosen 
the one he wanted to join, he told me in an interview that he had been surprised to learn 
that in small start-up companies the attitude towards and situation with engineering 
communication seemed radically different from what he had grown accustomed to while 
working in a large local high-tech company. He said that in the large company where he 
used to work, there was a group of documentation specialists responsible for revision 
control and written documents, such as progress reports, design reviews, design 
agreements, functional agreements and so on. In both small companies he had visited, he 
had not been able to locate anybody responsible for documentation nor had he been able 
to see any documentation: 
The thing that this company is a year old is that they haven't had their product ... 
yet, so that's the critical, 1 guess, step that hasn't happened. So, what l'm finding is 
that in a smaller company, written reports are less important [italics added] .... 
They are doing their record keeping in text files that anyone can edit and, in fact, 
right now they are not doing any record keeping at all. Because the people [who 
are] doing the design work, are two or three people. They talk at lunch. 
(05/03/2002) 
Bill had visited a laboratory at the company that he was planning to join and discovered a 
notebook there that had been meant as a revision guide for the devices the company was 
designing. Bill observed in an interview that 
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unfortunately, the notebook was empty. 1 mean, it had a couple of pages at the 
beginning where someone would start ... , and the guy 1 was talking to was 
saying, "it happens so fast, it's all up here, we all know anyway because it's so 
important to us." (05/03/2002) 
So Bill had arrived at the conclusion that there was less emphasis on communication in 
smaller size companies than in the large companies. At that point he thought that the 
message of the communication course was contradicting this reality: 
1 want to tell you about this because, remember, when 1 was in your class, sorne 
time ago, you would say, like, "this stuffis important, right, Bill?" and l'd say, "in 
[my company], yes." This is my first exposure out of [the large local high-tech 
company], first time l've seen .. there isn't this .. emphasis on being able to 
communicate .... So, it's interesting, so there's all this stuffthat we did in [the 
ECC], there seems to be less, much less, significantly less emphasis on it. 
(05/03/2002) 
Bill now had an impression that "engineering communication in the workplace can be 
vastly different based on the type ofworkplace and the criticality of the work being 
performed" (EM, 14/08/2002). However, he still intended to effect change in his new 
workplace because the local situation with communication was a shock to him. He said in 
an interview, ''l'm really surprised by this and l'm looking forward to trying to change it. 
Like trying to give input" (05/0312002). 
My first reaction to Bill's account ofhis visits to small start-up companies was that, 
perhaps, he had not been able to observe communication in those companies because of 
the brevity ofhis visits. Not having worked in a small company myse1f, 1 assumed that in 
such companies a lot of communication might happen informally, through e-mail, 
meeting minutes, and so on. Bill and 1 agreed that he would comment on the 
communication situation at the company again, after having worked there for sorne time. 
However, a year and nine months later, Bill continued to insist that his first impression 
had been correct: 
because we are such a small company, we are 26 or 30 people, there is no 
emphasis placed on proper communication .... 1 think, 1 mean, in a smaller 
company, it isn't such a big deal because everybody has three or four different 
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jobs. People get roped in doing things that they didn't intend to do, you know? (l, 
29/12/2003) 
He also commented that in the large local high-tech company that he used to work for the 
documentation group was the first to be laid offwhen the company's profits started to 
decrease. Bill said that the communication specialists ''were the ones that got axed 
because they weren't the critical engineering people and they weren't helping the sales 
and marketing. So, they were seen like a deadweight" (l, 29/12/202003). A small 
company, on the other hand, could not afford keeping employees who were not directly 
involved in production and/or marketing, and, thus, could not put as much emphasis on 
documentation as a larger company. 
Two years after Bill had first visited the start-up company that he later joined, he 
still did not see any improvement in the area of communication: "WeIl, [the company] is 
now three years old and we still don't have much documentation" (EM, 02/0312004). Bill 
c1aimed that the company was stilliacking basic documentation and that one ofthe main 
reasons for that was the perception ofpriorities within the company. Because of the 
company's small size and its status as a start-up with limited resources and limited time 
to produce a profitable product, communication and documentation did not always appear 
important to the management. Bill commented on the situation in an e-mail: 
My [first] impression oflittle-to-no documentation being a function of the age of 
the company was probably correct, but it also has to do a lot with manpower. It 
takes time to document things, and that's a small company's most precious 
resource. Time spent writing a document could be spent re-designing parts or 
talking to customers. (EM, 02/0312004) 
Nevertheless, Bill continued to pursue his idea to introduce various forms of 
documentation and approaches to managing it. He noted that many employees in the 
company spoke English as their second or third language, and they needed support with 
written documentation. For example, he would revise application notes written by other 
people in the company. According to Bill, 
A lot of [company employees] appreciate it. Sorne of them think it is not 
necessary .. because the stuff is, basicaIly, going to technical people, so they 
assume that a technical person looking at the ... work, isn't going to need a .. well 
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put together description. [They say that] the technical person is going to 
understand how the technical thing works by looking at the specs, by looking at 
the pictures, by skimming aIl the writing ... But 1 don't know if that's true. Look, 
especiaIly, as ... we exp and and start selling to larger companies, 1 think that how 
we present ourselves is going to be important, right? (1, 29/12/2003) 
Bill also started helping the person responsible for data sheets and re-designed the 
company website on his own time over a weekend. He proposed that the marketing group 
should use a software package that would allow them to document every customer 
interaction. Bill wrote in an e-mail message, 
It doesn't seem like much, but hundreds of customers blur together quickly, and 
staying on top of everything is just a difficult documentation project. We're 
getting quite good at prioritizing, archiving important stuff, recording important 
decisions/meetings/actions, etc. (02/03/2004) 
On the basis ofhis observations and his workplace experience that allowed him to 
compare communication situations at a large high-tech company and a start-up, Bill 
concluded that internaI communications in a small company were done on a "best-effort" 
basis and often consisted ofpoint form summaries accompanied by diagrams. However, 
Billed noted that external reports that a start-up company needs to produce are even more 
important than external documentation produced by a large company because the future 
of a small company may depend on the impression that an external report makes on a 
client. In fact, Bill drew a conclusion that seems to be important for the development of 
new pedagogies for engineering communication courses: 
the communication requirements of [an engineering] job are at opposite ends of 
the spectrum. There's a need for both quick and dirty documentation that will 
never be seen by someone you don't know, and the other type of documentation 
which needs to influence and convince others [who se] opinion matters. (EM, 
14/08/2002) 
In other words, it would be use fui to introduce and practise both types of communication 
in courses similar to the ECC so that it becomes less of a shock to novice engineers when 
they are faced with informaI and more relaxed but still important internaI communication 
and with much more formaI external documentation in the workplace. The ECC design 
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(see chapter 3) provided exposure to both types of communication through the electronic 
course discussion group as a forum for students and through fonnal ECC project 
documentation (course assignments), but at that point in ms career, Bill did not feel that 
this exposure had been sufficient for him to understand the dynamics ofvarious types of 
workplace communication. 
It is worth noting that his early experience at the start-up company forced Bill to 
reconsider his view of communication as central to any engineering practice (cf. Tenopir 
& King, 2004). At one point, Bill started questioning whether communication abilities of 
an applicant for an engineering job were as important as he had thought when employed 
by a large company. In response to a comment that one of the assets that businesses are 
looking for in job applicants is their communication abilities, Bill said, "1 wish that was 
true. 1 don't believe in that [any more]" (I, 29/1212003). 
Even though his attitude to communication abilities as an important requirement 
of engineering practice had changed and he didn't believe that they were really important, 
his involvement in the company's communication continued to increase. Since Bill 
started to work for the start-up company, his professional interests and responsibilities 
have shifted more towards the business si de of engineering, and hence, included more 
communication. His involvement in the development ofbetter communication and 
interest in sales have resulted in direct calls from clients "asking questions like 'How 
much does it cost?' ... and then all of a sudden, 1 am not longer doing design work. l'm 
doing less and less design work, l'm doing more supporting the products" (l, 29/12/03). 
In an e-mail message, he commented, "The percentage of communications is very 
skewed by my new responsibilities as a marketing/sales person. When 1 was doing 
design, it was perhaps half as much, and virtually all of my communications were 
written" (11/03/04). Bill claims that he spends 80% ofhis time at work communicating, 
including 50% spent on written communication and 30% on oral (EM, 11/03/04). His 
current resume (retrieved 13/0512005) available through ms personal website under 
"Employment Objective" reads, 
A challenging and exciting technicallmarketing/leadersmp position that demands 
my attention, further develops my skill set, and promotes continued learning. 
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Opportunities must have potential for career advancement and the responsibilities 
must al/ow me to 'make a difference' [italics added]. 
Interpretation of Bill 's Story 
Bill's family background and his early experiences (see discussion of cultural 
capital in chapter 2) in the engineering workplace played an important role in his 
development into a reflective practitioner (cf. Schon, 1983) and an expert (cf. Geilser, 
1994). In addition to his father, Bill has encountered many mentors and role models in 
the workplace and enjoyed benefits ofworking with senior colleagues on workplace tasks 
that pushed him toward the edge ofhis potential deve10pment (Vygotsky, 1 93512003a). 
Bill was accepted as a junior member in an engineering COP very early. In an interview 
conducted at the time when he was applying for graduate studies, Bill commented, 
When 1 started working in industry, 1 was very young .... 1 had a lot of positive 
role models from people, which was like that "you don't know what's here, let me 
explain it to you." 1 guess the first couple of years that 1 worked were really 
beneficial, because people took a lot oftime and effort to guide me, 1 guess, and 
that's one of the reasons why 1 think l'm ... [applying for graduate studies in 
Engineering] today, it's because 1 received positive support back then. 
(28/01/1999) 
The data provide evidence that under the guidance of more experienced 
practitioners (and, perhaps, under the influence ofhis father), Bill was developing into a 
reflective practitioner (cf. Schon, 1983). He continually reflected on his communication 
abilities and their importance for his professional carrier. Thus, Bill commented that 
communication abilities were becoming increasingly more important to him as he moved 
through the undergraduate engineering pro gram into the Master's program. Being a 
graduate student required Bill not only to be engaged in learning and produce pieces of 
academic writing, but also to be a Teaching Assistant and, later, a sessionallecturer 
teaching a fourth year engineering project. In an e-mail, Bill observed that 
The ability to communicate as a teaching assistant and then as a sessionallecturer 
was more and more important as my responsibilities grew to inc1ude helping other 
students learn, and then teaching them specific concepts. 1 adapted to these 
178 
changes by spending more time on written communications to the students. 
Specifically, 1 spent a lot of time writing webpages that each student could benefit 
from. (14/08/2002) 
Reflecting on his role in the ECC where he, as an older peer with workplace 
experience, was able to make the message of the course more convincing for less 
experienced first and second year students, Bill stressed the importance ofhaving 
students from different years in the course so that students could leam from each other: 
Because when students hear from you, they may be dubious, but when the 
students hear from other students, ... they instantly believe and they instantly 
leam. There is a reason to leam. Someone says this is important, they are in your 
shoes [italics added], and ... you know that it's important. Yeah, that's your 
answer. Ask a fourth year student. (l, 05/03/2002) 
This Bill's suggestion appears to be based on what he himself experienced working 
collaboratively with senior colleagues in the workplace, in his ZPD, and with near-peers 
in the ECC, in their ZPD. 
Similarly to Rebecca, Bill commented that he had found it difficult to see 
connections between courses until the third year of the engineering program. Bill's 
reflections on his leaming experiences at university serve as yet another illustration ofthe 
three-Ieve1 model of activity (see chapter 2 and Rebecca's story in this chapter). It appears 
from bOth Bill's and Rebecca's stories that, regardless ofthe engineering-related work 
experience, the third year of the pro gram becomes the pivotaI moment when the laborious 
mastering of discrete tasks gradually drops to the level of operations and separate courses 
become parts of a logical who le. It does not seem that even Bill's continuaI involvement 
in the engineering practice allowed him to see a more general picture of the engineering 
curriculum earlier in the program. 
Bill also contrasted his university and workplace experiences similarly to 
Rebecca, who contrasted school and workplace. Both Rebecca and Bill found university 
requirements more restrictive than workplace requirements, and colleagues at work easier 
to communicate with than university prof essors and fellow students. These observations, 
coming from two students with remarkably different histories, suggest that instructors 
may be sending a confusing message to students when telling them that workplace 
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communication requirements are going to be more precise and more severe than the ones 
in university courses. On the other hand, instructors should remember that it is legitimate 
for a student to make mistakes in a university course, while making mistakes in the 
workplace is a much more serious matter. 
It is worth noting that even though Bill was trying to find justification for the lack 
of formaI communication in the start-up company during the first four years of its 
existence, he continued to exercise his agency and effect change in the company. The 
data suggest that he was constantly working on the improvement of the company's 
communication and contributing to this improvement by revising application notes 
written by other employees, developing the company's website, helping the employee 
responsible for data sheets, proposing the use oftracking software for the marketing 
group, and so on. In other words, in his expansive cycle Bill externalized his internalized 
knowledge of genres of engineering communication (see discussion of expansive cycles. 
chapter 2). His attempts to effect a long lasting change also reflect the painstaking 
process oflearning (most probably, not conscious) the company's chronotope and finding 
the right moment in the company' s development. His attempts to change the company' s 
attitude to communication occurred at the time when the company was gradually 
becoming more established and when external pressures were affecting the way it was 
handling documentation. In other words, his work toward the improvement ofworkplace 
communication was done at the kairotic moment in the company' s history (cf. Sami' s 
story). Even though Bill's actions may not have been as apparent and dramatic as Sami's, 
they nevertheless contributed to the company's changing attitudes toward documentation 
because of the time when they were undertaken. That is, just like Sami, Bill, a novice in 
the company, was also able to contribute to change. The graduaI change in the company's 
perception of the role of communication supported my original forecast that once the 
start-up company reached a certain level of maturity and started producing products for 
customers, its management would realize the need for formaI documentation. 
Bill 's member check. Hey Natasha: That's what 1 get for allowing you to 
tape our conversations - 1 sound like a doofl Oh well. Reading that was 
an interesting look into a compilation of my work, 1 feellike a master 
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craftsman or a celebrated artist. Yes, 1'11 autograph something for you 
next time l'm in [town]. 
1 couldn't agree more with what 1 wrote about different types of 
communication and documentation .... Both the point-form preliminary 
technical summary, and the precise and lengthy product manual have 
equal value. A short email [concisely] communicating the most important 
conclusions from a meeting is golden, and so is a carefu11y crafted note 
written to assure a customer our quality and reliability standards are top-
notch. 
It's easy to shoot off emails without attention to grammar, spelling, 
flow, etc, but this isn't what 1 mean. When a good communicator writes 
something, it can be very short, low on fluff - like punctuation and capital 
letters - but it is focused and [concise]. Short, sweet, and to the point. 
1 suppose l'm saying that 1 think concise clarity is most important 
for internaI documentation/communication, and 'regular' wordsmithing 
and [adherence] to accepted styles of communications - progress reports, 
final reports, etc - is most important to formaI and external 
communications. 
Our startup has identified documentation as important to our 
success [italics added], especia11y due to IS096 requirements for 
documentation quality and control. However, without an external 
business force demanding things like revision control, document review 
and acceptance, and heavily styled templates for reports and workflows, 1 
don't think we would have ever prioritized that work above ensurlng our 
survival. 
We're going to have to change the way our company works to 
implement this kind of systemic documentation, but it's something we 
have to do to be accepted by our large quality-conscious customers. 1 
can't help but find it funny that we're growing into a company that may 
96 International Standards Organization. 
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require a documentation group. That group will probably be engineers 
who can rite good [italics added], but it's still funny . 
. . . Looks good! (21/10/2004) 
P.S. Currently, Bill's position with the company is Manager, Worldwide Sales 
(14/05/2005). 
Lessons Learned from the Case Synopses 
Even though each of the cases discussed ab ove presents an intrinsic (Stake, 1995, 
2000) interest, there are sorne themes that can be traced through all four les. The issues 
connected to these themes have been addressed in sometimes radically different ways in 
each ofthe four cases. These themes emerged through re-reading and a close comparison 
of the les. Thus, for example, such comparison across the les showed that the issue of 
cultural capital, subject matter knowledge, and knowledge of genre conventions came up 
in all four cases and, thus, was deemed one of the important themes. The central themes 
of the cases are 
• connections between novices' cultural capital, domain content expertise, basic 
knowledge of genre conventions ofthe profession, etc., and their ability to 
develop into successful communicators in the context of the discipline/profession; 
• the role of the sense oftiming and proportion (kairos) in novices' success as 
professional communicators and their perceptions of genre as allowing (or not 
allowing) for flexibility; 
• the development of novices' ability to "read" the situational context and to 
develop appropriate communication strategies in response to it; 
• the effect of calculated risk-taking on novices' success as communicators in the 
profession; and 
• the role of the ECC and its effect on novices' trajectories in learning genres of 
their profession. 
There are important theoretical and pedagogicallessons to learn from the four ICS. Each 
lesson is based on a theme or a combination of themes that have emerged from the 
analysis of individual cases. 
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Lesson One: Ingredients of Genre Knowledge 
It appears that participation in genres of the profession, knowledge of genre 
conventions, audience awareness, domain content expertise, cultural capital, formaI 
education, and workplace and other experiences, coupled with personal motivation, or 
private intention, serve as ingredients of genre knowledge, which individuals accumulate 
from various sources at various points oftheir lives. 
Sami and Bill acquired these ingredients from their fathers, other relatives, and 
early workplace mentors, through various academic and workplace experiences, and in 
the engineering communication course. Over the course oftheir lives, from their family, 
school, and workplace opportunities, Sami and Bill acquired the values and princip les of 
engineering communication. It appears that by the time they graduated and started 
working full-time, they both had already had a solid strategie rhetorical preparation, had 
been socialized into the genres of engineering, and possessed the necessary ingredients of 
engineering genre knowledge that enabled them to be successful in their actions. 
In Rebecca's case, genre ingredients were accumulated later and consisted ofher 
academic experiences in engineering classes, the ECC, and workplace experiences from 
various workplaces where she worked throughout the years ofher academic studies. In 
Moe's case, learning of genre ingredients does not seem to have occurred to the same 
extent as in Samits, Bill's and Rebecca's cases. His story allows one to speculate that his 
difficulties in learning and using appropriate communication strategies may be caused by 
his markedly different private intention; that is, his goal was to make money rather than 
to become a professional engineer. 
In addition to their domain content knowledge, Sami and Bill developed a 
repertoire of flexible rhetorical strategies (Consigny, 1974; cf. Orlikowski & Yates, 1994) 
that enabled them both to recognize the opening in time and to create their own kairotic 
moments and act in a "proportionate manner" (Stephenson, 2004, p. 85), select a suitable 
constellation of communication strategies, and tum the rhetorical situation to their 
advantage. Sami's and Bill's stories suggest that accumulated ingredients of genre 
knowledge can supply novices with enough confidence to take a critical stance with 
regard to existing communication practices and act in a way that may be unconventional 
for the local community ofpractice. Both Katz's (1998) observations and Samits and 
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Bill's cases provide evidence that novices who have not yet acquired full insider status 
can be critical of the organization's communication practices when they perceive such 
practices as inefficient and opposite to what they have learned elsewhere. This finding 
contrasts with Winsor's (1996) observation that for novices to become critical of the 
communication practices of their profession, they must acquire a "status as an insider 
because until that point one is still hesitant to depart from the norm" (p. 107). 
As in Schryer's (2000, 2003, 2005; Schryer et al., 2002) comparison of genres to 
jazz, Sami and Bill were successfully able to improvise within the constraints of the 
genre so that their improvisation remained recognizable by the members of the 
engineering profession as a legitimate variation on the theme; in other words, these 
communication strategies were recognized as engineering genres. As Miller (1984/1994) 
observed, our knowledge of genres is useful only insofar as it has bearing on new 
experiences. In this connection, Bazerman (1994) noted that 
only by uncovering the pathways that guide our lives in certain directions can we 
begin to identify the possibilities for new tums and the consequences of taking 
those turns. We are put on the spot, we must act, and in acting we must act 
generically if others are to understand our act and accept it as valid. (p. 100) 
Both Sami and Bill recognized local communication practices as inefficient and 
treated engineering genres as allowing for flexibility. This perception is radically 
different from that of genres as rigid templates that engineers have to follow, which is 
often portrayed in technical communication textbooks (see, e.g., Houp, Pearsall, 
Tebeaux, Cody, Boyd, & Sarris, 1998) and which is apparent in Moe's case and in 
Rebecca's early views. Sami and Bill were able to use the accumulated ingredients of 
genre knowledge and adapt this knowledge to the new workplace. They managed to 
recognize the construal of the situation type (Miller, 1984/1994a) as recurrent and 
respond to it with the appropriate genres learned elsewhere. In doing so, both Sami and 
Bill altered the workplace by introducing "a discourse of such a character that the 
audience, in thought and action. .. [ was] so engaged that [the discourse became] ... 
mediator of change" (Bitzer, 1968, p. 3). 
Even though Sami and Bill were able to achieve their personal goals through 
ca1culated risk taking and, apparently, helped the companies achieve their goals as well, 
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their actions should not be taken as a recipe for recent university graduates entering a 
professional workplace. Indeed, they need to be cautioned against radical actions. Not all 
novices are as prepared for the workplace communication within their professions as 
Sami and Bill were. 
Moe engaged in risk-taking as well (A. Freedman, personal communication, 
November 25,2004) when he entered several business competitions in order to obtain 
resources to finance his business. However, his risk-taking strategies appear less 
informed and grounded in the principles ofprofessional communication than Sami's and 
Bill's. Sami's and Bill's reliance on their relatives' and mentors' "war stories," their ability 
to both recognize and create kairotic moments, and their perception of genres as allowing 
for improvisation (cf. Schryer, 2000, 2003; Schryer, Lingard, Spafford, & Garwood, 
2003) and, hence, for calculated risk-taking, are markedly different from Moe's lack of 
relevant cultural capital, his apparent inability to recognize kairotic moments, his failing 
risk-taking strategies, and his perception of engineeringlbusiness writing as the 
regurgitation of the text types leamed in university courses. 
Rebecca's approach, which allowed her to successfully integrate into the 
workplace, was also different from the one used by Sami and Bill. Rebecca, who, 
similarly to Moe, seemed to lack relevant cultural capital, appears to have leamed the 
intricacies ofworkplace communication well, but she leamed them through being 
immersed in various engineering communities of practice where she worked while taking 
university courses. This knowledge translated into discursive practices that she employed 
when communicating with her co-workers: she would let them know that she was a 
student or a junior engineer to ensure that their expectations ofher work would be 
adequate. Apparently, these strategies have worked for her. 
Lesson Two: Teaching and Learning Genres 
Even though the genre practices that Sami and Bill had leamed elsewhere and 
brought to the new workplace were different from the locally accepted practices, 
experienced engineers who occupied power positions in the company eventually 
recognized and accepted the new practices. Rebecca also seems quite successful in using 
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at work the knowledge and communication practices she leamed elsewhere. In an e-mail, 
Rebecca once noted, 
l'm lucky that 1 get to do the same work [in the workplace] as what 1 took in 
University--I'm using the vast majority ofmy education to help me with my job .. 
. . AlI the skills l've leamed on the job have been practical applications ofwhat 1 
leamed at school. (18/0912003) 
This quote, along with the stories presented ab ove, appears to indicate that, according to 
the study participants, much ofwhat they used at work, inc1uding genres, was, in fact, 
taught outside of local contexts. 
Sami's and Rebecca's cases provide evidence that the engineering communication 
course, designed on the premises ofRGS, supplied them with a foundation in 
professional generic practices that the students were able to draw and build on throughout 
their subsequent academic and professional experiences. In Bill's case, the ECC served as 
a refresher and a practice field for the communication strategies leamed elsewhere and, at 
the same time, it allowed Bill to perfect his communication strategies through group work 
with junior peers. It is notable that, contrary to the findings presented in Anson and 
Forsberg (1990/2003), Dias et al. (1999), Dias and Paré (2000), and MacKinnon 
(199312003), neither Bill nor Sami or Rebecca had difficulties drawing on genres leamed 
in one context when applying them in another. This observation allows me to speculate 
that the ingredients of genre knowledge they had possessed by the time they needed to 
adapt genres leamed in one context to another provided them with the confidence and 
ability to do so. It also appears that by that time, for Sami, Bill, and Rebecca, the genres 
of engineering no longer were the objects of the engineering activity--they had long 
turned into mediational artifacts (cf. Le Maistre & Paré, 2004). 
Rather than providing a recipe for recent graduates, Sami's and Bill's stories 
illustrate the critical role of such genre knowledge ingredients as cultural capital, domain 
content expertise, and agency in a rhetor's ability to both seize and create kairotic 
moments in the chronological flux of time and respond in a proportionate manner by 
enacting genres in ways that are different from the accepted local routine and yet 
recognizable. It also underlies the importance of the rhetor's understanding of the 
improvisational qualities of genre. But the improvisational part of genre almost never 
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surfaces in the traditional c1assroom, and students have little opportunity to create 
kairotic moments and exercise their agency in a course: instructors are the ones who 
traditionally create what perhaps could be called kairotic moments (i.e., deadlines for 
course assignments). 
In my experience, only a fairly small number of students create their own kairotic 
opportunities in a course. 1 can recall several students in the engineering communication 
course who, in response to the request for proposaIs for a project based on engineering 
course topics, decided to base their projects on their engineering interests rather than on 
any specific courses they were taking concurrently with the communication course, a 
traditional option suggested in the course outline, as discussed in chapter 3 (see Appendix 
F, p. 273 for the descriptions of selected ECC projects). These students were aIready 
knowledgeable about their proposed subjects (i.e., had sorne domain content knowledge) 
and passionate in their informed arguments that their projects would allow them to learn 
more about their subjects ofinterest and enable them to create better technical documents 
and deliver better oral presentations. They convinced me on several occasions. In their 
projects, these students had to adapt genres introduced and discussed in c1ass--in 
particular, the completion report genre (the final assignment in the course)--to the needs 
oftheir projects. It is not surprising that these students' work in the course was often 
outstanding and that they were more satisfied with the course outcomes. But such 
students are an exception rather than the mIe. 
Sami's and Bill's cases provide evidence that domain-specific communication 
courses that build on student cultural capital allow them to accumulate more of it and 
enable their actions as independent agents. In addition, since experienced professionals in 
Sami's and Bill's workplaces did recognize and accept communication practices brought 
in by the novices, these cases seem to indicate that such practices can be taught in the 
academic c1assroom, contrary to what sorne recent research has suggested (cf. Dias et al, 
1999; Lave & Wenger, 1991). 
Rebecca's case indicates that if a student has not yet accumulated the necessary 
ingredients of genre knowledge, it may be futile to expect her to learn even the basic 
domain-specific communication strategies in a single communication course. Comments 
provided by the participants in all four ICS and Rebecca's movement through activity 
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levels, in particular, suggest that offering a domain-specifie communication course may 
not be optimal for those students who have not accumulated "the critical mass" of genre 
knowledge ingredients which may allow them to perceive a communication course as a 
coherent whole rather than a mosaic of discrete actions. It appears that for such students, 
third year of the Engineering Program serves as the pivotaI point in their accumulation of 
domain content expertise and other genre ingredients necessary to focus their view of a 
communication course and to see connection between genres of engineering and practice 
of engineering. 
Lesson Three: High Road and Low Road 
In contrast to Sami's, Bill's, and Rebecca's successful uptakes on various 
situations, Moe's responses to the university context (e.g., courses, fourth year 
engineering project) or the context of business proposaI competitions have not been as 
successful. 
Bereiter and Scardamalia's (1983) metaphor ofhigh road and low road in learning 
to write seems appropriate in the discussion ofMoe's learning trajectory as compared to 
those of Sami's, Bill's, and Rebecca's. According to Bereiter and Scardamalia, "The high 
road is characterized by struggling to master the art ofwriting in all its complexities .... 
The low road is characterized by striving to avoid or minimize the burden of those same 
complexities" (p. 24). Their main objection to the choice of the low road is that "it keeps 
writing from having a role in a person's mentallife .... people who know only the low 
road ofwriting do not have a mentallife in the same sense that people on the high road 
do" (p. 28). It appears from the case synopses that Sami and Bill chose the high road, and 
Rebecca, though she had struggled a bit, did eventually develop communication 
strategies that eased her integration into the workplace context, while Moe has been 
following the low road. The choice of the high or low road may also be dictated by 
private intention, and, of course, by personallearning styles: while Sami, Bill, and 
Rebecca either before or during their university studies made a decision to become 
engineers, Moe was not happy about his choice of discipline. His dominant motive seems 
to have been to make money, which is a legitimate but very different motivation. It might 
have caused him to look for faster ways of achieving his goal, which, in the context of 
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this study, may appear closer to the "low road." At the moment, we cannot judge whether 
Moe's choice will pay off eventually--to do that, we'll need to continue the study. It is, 
however, clear from his case synopsis that his strategies did not lead to immediate 
success because none of his proposaIs won the competitions and he had to finance his 
enterprise himself. 
In addition to the cases synopses discussed in the chapter, 1 developed an Overall 
Summary of Experiences on the basis of the data provided in the responses of six other 
study participants. The OSE broadens and complements the view of novices' trajectories 
in learning genres of engineering presented in the les (see chapter 4 for the discussion of 
data reduction that resulted in the OSE). The OSE is presented in chapter 6. 
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CHAPTER 6. OVERALL SUMMARY OF EXPERIENCES 
· .. as Nabokov teaches us--sometimes the commentary is the story. 
(Schiff, 2000, p. xiv) 
· .. identity exists in space and time ... 
(Wenger,2005b) 
In addition to the ICS presented in chapter 5, other data collected in the study (see 
Appendix L, p. 316 for data sources) supply evidence of the changes in the participants' 
views of the role of the engineering communication course in their learning trajectories 
and its effects on their understanding of the essence of professional communication. This 
chapter inc1udes the Overall Summary of Experiences--a summative representation of 
main trends observed in the participants' responses to the questions that were 
predominantly aimed at the assessment of the ECC pedagogical effectiveness (as 
introduced in chapter 3). As mentioned in chapter 4, the analysis of participants' 
responses allowed me to trace common trends complementary to the ones that emerged 
through the writing and analysis of the ICS, presented in chapter 5. 
Common Trends in Participants' Responses 
Questions asked in the questionnaires led the participants to focus on the ECC in 
their responses. Through the comparison of responses across cases and coding recurrent 
responses, the following trends in participants' responses emerged as the expressions of 
their views of 
• the effect of domain content expertise on their communication practices; 
• the timing (i.e., year of the Engineering Program) of the ECC offering and the 
number and type of communication opportunities in the Engineering Pro gram; 
• the effect ofmediational artifacts and objects belonging to the ECC activity 
system on their communication practices beyond the ECC; and 
• other ECC effects on their overall perception of communication practices. 
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A description of these trends, illustrated by excerpts from the participants' responses, 
follows. 
Content Knowledge and Communication Performance: The Duality of Expertise 
The majority of participants recurrently commented on the effect oftheir 
knowledge and understanding of the technical content of communication on their comfort 
as engineering communicators. As a mIe, such comments appeared in their responses 
provided later in the study, a few years after they had taken the ECC, for example, 
I think the level of expertise in conveying thoughts and ideas is expected 
to be far superior as one's academic career progresses .... One really has 
to be confident and make firm statements, not weak statements that sound 
more like a question. That might indicate sorne vulnerability and 
uncertainty about the subject matter, which is a poor communication skill 
(Aisha, EM, 15/0312002) 
[I]fthere is just a split second when the audience feels that you are not quite sure 
ofwhat you're saying, you lost complete credibility and then, you're done. That's 
it. You're completely done (Sami, I, 05/02/2001) 
For example, approximately four years after finishing the ECC, Lynne started to 
stress that her ability to communicate successfully was inextricably linked to her 
confidence in the content of communication (EM, 12/03/2002). Another recurrent 
comment that Vic started to provide once he had accumulated sorne engineering-related 
workplace experience was that knowledge of and comfort with the technical content of 
communication is always essential for the success of communication. Throughout the 
study, Aisha commented that the complexity of professional communication is directly 
linked to the complexity ofthe material that is being communicated. She observed that 
confidence in the content being communicated is an important factor in professional 
communication and that without fully understanding the technical content of the message 
one cannot communicate it successfully. After Daniel had come back to school to 
complete a Master's degree and won a graduate student competition in oral presentations 
in his specialty (EM, 18/0112004), he observed that he had won the competition because 
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he had known his presentation "inside and out" and understood the technical content of 
the presentation very well. He commented that "a good presentation doesn't even need 
slides or visual aids" --what is crucial to the success is that "the presenter knows both 
their topic and the presentation well" (EM, 06/03/04). 
These comments point at the participants' growing understanding of what 
engineering communications entail and highlight the importance of the domain content 
knowledge in the process ofbecoming an expert communicator in the filed. As discussed 
in chapters 2 and 5, Geisler (1994) defines expertise as a dual space that combines 
domain content and rhetorical process (p. 82). It's worth noting that for Bill and Walter, 
who took the Eee while in the fourth year of their engineering studies, the engineering 
content ofthe Eee assignments was important from the very beginning ofthe Eee, and 
their desire to communicate this content c1early and appropriately defined genre learning 
forthem. 
It would not have been fair or realistic to expect those students who took the Eee 
at the beginning oftheir engineering studies, when their domain content knowledge was 
either non-existent or negligible, to gain the understanding of the duality of expertise 
from an introductory communication course. However, their later responses indicate that, 
with time, these study participants have grown into developing expert communicators. 
This observation reiterates the importance of the timing of the communication course 
offering in professional programs such as Engineering. 
The Timing of the ECC Offering 
One of the themes in the participants' responses was a recurrent discussion of the 
appropriateness of the year in which the Eee was offered in the Engineering Program, 
or, in other words, the timeliness of the Eec. This issue started surfacing in the responses 
to questionnaires administered two or three years after a participant's completion ofthe 
communication course, while those participants who took the Eee in the fourth year of 
their studies started addressing this issue sooner. This lapse in time appears to reflect the 
time that it took first- and second-year students to integrate into the chronotope ofthe 
Engineering Pro gram, while upper year students have already integrated into it. 
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The majority of participants addressed the issue of the ECC timeliness in their 
responses. AImost all ofthem commented that offering the ECC in the firstlsecond year 
was not optimal because the Engineering Pro gram had provided very few opportunities 
for communication up until the third or fourth year (see Appendix K, p. 300 for Aisha's, 
Daniel's, Lynne's, and Walter's INS, and chapter 5 for Sami's, Moe's, Rebecca's, and 
Bill's ICS), when all engineering students had become engaged in a communication-
intensive engineering project and when the amount of communication "quadrupled," as 
Rebecca put it (EM, 21/04/2002). Those participants who had taken the communication 
course in the first or second year oftheir studies commented that they had forgotten much 
ofwhat they had learned in the ECC by that time. In contrast, those participants who had 
taken the ECC in the fourth year concurrently with the fourth year engineering project 
observed the effectiveness of such a combination and saw c1ear positive effects of such 
just in time97 1earning: "Since 1 was in my fourth year [when taking the ECC], all aspects 
ofmy fourth year project were greatly affected by skills gained in the [communication] 
course" (Walter, EM, 21/12/1999) (also see Case Four, chapter 5, for Bill's comments). 
Sorne participants (e.g., Rebecca and Bill, see chapter 5) observed that the third 
year of the pro gram was the year in which their understanding of the discipline became 
c1earer and in which separate courses started falling into places and a larger picture of the 
engineering curriculum emerged. In the light of that observation, they doubted that 
offering the ECC in the first year was effective (that is, they doubted that the just-in-case 
approach to teaching communication skills to first and second year students could be 
effective without ajust-in-time follow-up in the upper years). 
Participants' suggestions as to how the timing of the ECC should be changed 
varied from moving the course to upper years (Moe and Rebecca) to providing at least 
two communication courses at different levels (a lower and an upper level courses, 
according to Bill, Daniel, Sami, and Walter). AlI agreed that there should be a 
communication course at an upper level that would be directly relevant and linked to the 
97 Just in time leaming addresses the development of the skills and strategies necessary to be able to acquire 
information and knowledge at the time when they are needed (usually contrasted withjust in case leaming 
that focuses on acquiring a body ofknowledge assuming that students will be able to draw on that 
knowledge when they need it in the future) (Paré & Le Maistre, in press; University of Florida, 2001). 
193 
work students do in their engineering courses and the fourth-year engineering project (see 
chapter 3). 
Changes in the Communication Activity Levels 
As the analysis of the participants' responses indicated, marked changes had 
occurred in the levels of activity at which participants functioned when communicating 
within their academic discipline and/or the workplace at different stages of the study (see 
chapter 5, Case Three, for changes in Rebecca's perceptions of actions and activities in 
the ECC). One of Aisha's e-mail messages provided an illustration ofthis phenomenon. 
About a year after she had fini shed the ECC, Aisha wrote: 
1 don't think many of us realized the importance of the material while taking the 
[ECC] [italics added], but now 1 often refer back to what 1 learned .... Last 
surnmer 1 had a great opportunity to study [a foreign language] intensively ... for 
3 months and now 1 teach my friends once a week. It's an experience teaching a 
language because one tends to use different approaches depending on the level of 
the student. Knowing what the audience knows is really important in figuring out 
how to address them at their level. In all ofthese experiences, l'm discovering that 
1 really benefited from [the ECC]. (26/0112000) 
In this excerpt, Aisha reflected on her inability to see "the whole picture" of engineering 
communication as introduced in the ECC while being immersed in the course tasks (cf. 
Rebecca's story, Case Three, chapter 5) and demonstrated a higher level ofunderstanding 
of the essence of communication by being able to extend communication strategies 
learned in the ECC not only beyond the course itself, but also beyond the context of 
engineering. She was able to apply the concept of shared background knowledge, which 
had been introduced, discussed, and explored in the ECC (see chapter 2), to the teaching 
of a foreign language. She continued to compare learning to communicate within a 
profession with foreign language learning in her other questionnaire responses and e-mail 
messages, for example, 
in order to learn another language, you have to struggle with expression of ideas 
in that language and communicate them to others. Sometimes it is hard in the 
beginning but as one grows comfortable and learns more vocabulary, then it 
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becomes easier. So in professional communication, there is a parallel between 
expressing technical ideas and expressing ideas in another language. (21/07/2003) 
Similar changes can be traced, to a varying extent, through the questionnaire responses 
provided by Jonathan, Vic, Daniel, and Walter (Appendix K, p. 300). Students entering 
the ECC often approach every course task as a separate action in itself, while for the 
instructor, separate course tasks are operations that contribute to the action of completing 
the course project, which in turn contributes to the activity of introducing students to 
engineering communications and teaching them how to communicate in response to 
particular rhetorical situations in the engineering context. Later, as the students become 
more and more immersed in the context of the engineering discipline and/or engineering 
practice, these separate tasks ofproducing samples ofparticular genres (such as writing a 
coyer letter, writing a progress report, or preparing and delivering an oral presentation) 
drop down to the level of operations, and the students start seeing a "larger picture" of 
the professional communication and its role in the engineering profession. That is, the 
action becomes completion of a project, rather than writing a report. One may argue that 
acts ofwriting never bec orne routinized so that they bec orne Leont'ev's operations. In this 
case, Bracewell and Witte's (2003) construct of task, introduced in section 3 of chapter 2, 
becomes he1pful: the course instructor sees the course as a task (i.e., "the set of goals and 
actions that implement these goals" [p. 528]), but for a student each goal and 
corresponding action represent a task in itself. Eventually, for sorne students (depending 
on the time that passed, experience in the course, prior experiences, and so on), these 
tasks become goals and the students become able to see a "larger picture." (Sorne 
routinization occurs at this stage, but what actually becomes an operation is a matter for 
further research.) 
Incidentally, this is the tirst step at which the ECC objects might turn into 
mediational means for a new activity (e.g., completing a fourth-year engineering project; 
designing a new product and documentation to it, and so on). Coincidentally, this is the 
stage at which those students who had not had any previous connection to the engineering 
(academic or professional) community of practice were gradually becoming its novice 
members--at tirst, as members of the community of engineering students, and later, as 
novice engineers. 
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The study participants also commented on the effectiveness of the ECC that 
carried beyond the course and the portability of the mediational artifacts and strategies 
introduced in the communication course. 
Mediational Artifacts 
Participants' responses suggest that the mediational artifacts that were 
intemalized, to use Vygotsky's term, by students through their engagement in the 
communication course activit18 continue to mediate other activities in their academic 
and professional careers. The participants mentioned mediational artifacts in response to 
questions such as, 
and 
Could you please take sorne time and think of a[n engineering-related] situation, 
in which your communication skills helped you out? Please describe it to me. (EQ 
6, QI, Appendix E, p. 267) 
If you need to write something related to you studies/work, how do you go about 
this task? Please provide a detailed answer. (Q II, 2001, Appendix l, p. 295) 
For example, in response to the former question, Moe wrote, 
1 once had to write a report or a letter (don't remember which) during my 
work term at [a company], 1 knew that 1 had done something similar 
before in my [ communication] c1ass, so 1 went back to the [ECC] book 
and looked [it] up. (01/02/2003) 
And in response to the latter question, Vic wrote, 
Believe it or not ... , one of the first things 1 do when 1 have a new report or 
procedure to write 1 pull out the old [ECC] text book .... (23/02/2001) 
From Objects to Mediational Means 
Another type of recurrent responses concemed objects of the activity in the ECC 
activity system, such as the ECC project documentation (i.e., proposaI, progress report, 
completion report, coyer letter) and other documents addressed in the communication 
course (memoranda, instructions, and so on). The analysis of the participants' responses 
98 Or, using Katz's (1998) tenninology, acquired through the socialization into the ECC. 
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suggests that sorne objects ofthe ECC activity, such as project documents, with time and 
change in the activity turn into mediational artifacts in the context of other engineering 
courses and/or workplace activities. According to Le Maistre and Paré (2004), when a 
student becomes involved in professional practice, the objects of"the learning activity in 
the school (the theories, laws, methods, tools, and other artifacts of the profession) 
become 'mediational means' in the workplace" (p. 45). The visual representation ofthis 
phenomenon that Le Maistre & Paré (2004) provided for the four professions they had 
studied (see Fig. 5, chapter 2) might be adapted to the transition from the ECC student 
activity of learning basic communication practices of engineering, with its objects in the 
form ofproject documentation, to the activity systems of other engineering courses and 
workplace (see the discussion in Case Three, chapter 5). In these new activity systems, 
sorne objects of the ECC activity become mediational means for solving engineering 
problems. 
The majority of the study participants noted that the mediational artifacts 
introduced and used in the ECC and documents the participants had produced in the 
communication course (i.e., objects of the ECC activity) continued to serve as useful 
mediational means well beyond the course. Even when participants would repeatedly say 
that they remembered little from the course (e.g., Moe's and Vic's INS, Appendix K, p. 
300, and Case Two, chapter 5), they would then mention that they continued to use one 
or more ECC mediational artifacts and/or former objects from the ECC activity system 
for other engineering courses, projects, and/or in the workplace. For example, Vic wrote, 
"1 not only use the textbook but 1 have pulled out that final report more times that 1 care 
to remember to construct new reports" (EM, 23/0212002); Aisha commented on her use 
of the ECC website at the time she was applying for the patent examiner job, "In fact, 
before the screening test [for the job], 1 referred to [the ECC] website because a major 
part of the test was writing a 200 word abstract for a 10 page patent application" 
(1105/2003). 
In surnmary, the participants named the ECC textbook (Daniel, Moe, Rebecca, 
Sami, Vic) and the course website (Aisha, Sami) as the ECC mediational artifacts that 
they continued to use after the course completion. Vic's responses and e-mail messages 
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still continue to mention the ECC textbook. He says, "This book is getting a lot of use 
from me" (EM, 8/03/2005). It appears that he has developed a dependence on the text. 
The study participants also identified the following ECC objects that turned into 
mediational artifacts when the novices had entered other activity systems: 
• the ECC project documents such as proposaI, progress report, and completion 
report (Jonathan, Vic, and Walter, see Appendix K, p. 300; Rebecca and Sami, 
see chapter 5); 
• business correspondence documents introduced in the ECC and used as part of the 
ECC project documentation, such as memo (Jonathan, Vic, see Appendix K, p. 
300), and 
• the ECC exercises, such as the Lego exercise,99 the effects ofwhich carried over 
into other activities (Vic, see Appendix K, p. 300, and Moe and Sami, see chapter 
5). 
Other ECC Effects on the Participants' Views of their Communication Practices 
It follows from almost all participants' responses, except, perhaps, Moe's, that the 
ECC has had a long lasting effect on their communication practices. The participants 
observed that the familiarity with engineering text types acquired in the ECC had reduced 
stress and increased their comfort in the workplace when they would encounter these 
familiar documents. Years after the communication course completion, the participants 
would note that the ECC had provided the foundation for their comfort communicating in 
different modes, where modes of communication inc1uded written, oral, visual, and 
electronic communication (Aisha, Daniel, Jonathan, Vic, and Walter). For example, 
Jonathan commented on his comfort using electronic communication that he had acquired 
through instruction and practice in the ECC: "One has to be able to communicate with the 
tools that the new technology provides. For [example] emails, web pages .... IfI am 
forced to use them, 1 [somehow] try to learn them myself. But that way 1 will be missing 
many formalities and 1 might not be [successful] communicator. 1 think the best way is to 
have a professionallevel oflearning" (17/03/2002); Daniel added that he felt comfortable 
using different modes of communication: "[Communication] skills, regardless of the 
99 The Lego exercise and Sami's use ofit outside of the ECC are discussed in Case One, chapter 5. 
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situation, are used on a daily basis. 1 will be giving a presentation in ten days regarding 
my [Master's] thesis [;] [1] have written abstracts for work that [1] have done [,] etc." 
(15/10/2002). 
The familiarity with major business and engineering document types was also 
based on the ECC experiences (see Aisha's, Daniel's, Jonathan's, and Vic's responses, 
Appendix K, p. 300, and Moe's responses, chapter 5). For example, at the time he was 
working on his fourth-year project, Jonathan observed, "So far the written responses 1 
had to write circ1e around the types 1 leamed in [the ECC] ([e.g.,] [p]roposal, progress 
report, [technical] report, abstract, coyer letters, resumes). As a result 1 use the styles that 
1 have leamed in [the ECC]" (31/10102). A year and a half after his graduation, Daniel 
commented, 
As far as my present work goes, 1 am developing numerous reports; these inc1ude 
interoffice emails, requests for information, memos, and 1 am actually right now 
writing a technical report ... AlI of these forms of communication were expected 
[based on the ECC], and 1 feel that throughout the past few years, 1 am able to 
take the skills that 1 have gained [in the ECC] and apply them to this new job. 
(24/11/2000) 
The ECC has also helped the participants develop the ability to choose an 
appropriate rhetorical strategy when communicating with different audiences as Aisha, 
Daniel, Jonathan, Vic, Walter, and Sami commented (Appendix K, p. 300, and chapter 
5). For example, Jonathan noted, "1 try to adjust to the situation when 1 communicate 
(i.e. formalism, knowing audience, articulation, flow of information, tone[,] etc. come 
[in ]to [the] picture whenever 1 try to deliver my message which 1 didn't bother [to do] 
before [the ECC]" (02/02/2003). Walter observed, 
The main factor [in my choice of the communication strategy] in my opinion is 
my audience's background and [their] role in reading my document. Is my 
audience internaI or external? Educated in engineering or nontechnical? Beyond 
that, 1 would consider whether my document is simply stating information or if it 
is argumentative ... (15/11/2002) 
199 
Combinations of Common Trends 
From the analysis of participants' responses, a strong connection appeared to 
emerge between sorne aspects of the participants' personal histories and the types of 
responses they provided. For example, participants' cultural capital and the year in which 
they took the ECC seem to be connected to particular changes in the participants' 
perceptions of communication in the engineering profession as well as to the effects of 
the ECC on these perceptions. The analysis ofresponse trends (see Appendix J, p. 297) 
suggests that those participants who 
(a) took the ECC while in the first year of the Engineering Program, 
(b) had had a very limited or no previous exposure to the engineering field, and 
(c) had not had any connection to the professional engineering and/or academic 
engineering COP by the time they enrolled in the ECC 
often produced shallow and vague responses to the End-of-the-Term Questionnaire 
question asking them what they had learned in the ECC. For example, they would write, 
"1 didn't find that my grammar and language [improved] at aH during the course" 
(Rebecca, 12/1997) or "How to write c1ear, concise forms ofwriting" (Vic, 12/1997). It 
seems from the analysis of the responses that for such students, several years needed to 
pass before they would start to 
• refer to specifie examples when illustrating the importance of communication in 
the engineering profession; 
• realize that the mediational artifacts could be portable beyond the ECC context 
and that the ECC activity system's objects could be converted into mediational 
means in other professional and academic activity systems; 
• apply communication strategies acquired in the ECC beyond the communication 
course context; 
• become aware of the ECC effects on their views of their own communication 
abilities; 
• become aware of other effects of the ECC on their perceptions of engineering 
communication. 
In other words, it appears that these participants needed to live through other 
communication experiences in order for their ECC experiences to acquire value for them. 
200 
It took all of these participants a few years to realize the important role that 
communication played in their profession and, consequently, to thoughtfully evaluate the 
ECC role and its effect on their own academic and professional careers. 
In contrast, those participants who 
(a) took the ECC in the upper years of the Engineering Program, 
(b) had had exposure to and participated in the engineering-related workplace, 
and/or 
(c) had had sorne connection to the professional and/or academic engineering 
COP before they enrolled into the ECC 
seemed to be able to respond to the End-of-Term Questionnaires with more depth and 
specificity and expressed a higher level ofunderstanding ofwhat written and oral 
professional communication entailed. For example, Walter responded to the End-of-Term 
Questionnaire question, "Do you think [the ECC] will help you in your academic and/or 
professional career? Please explain" (see Appendix E, p. 267) by saying, "Absolutely: so 
many courses require written deliverables, but very often only the required content is 
explained. This course allowed me to learn the techniques required to properly express 
that content" (11/1998); Asha's response to the same question was that the ECC had 
allowed her and her fellow students to develop "skills necessary to i) analyze non-
technical situations; ii) work as a group/team w/peer interaction" (03/1999). In other 
words, while still in the ECC or a short time after the course completion, these 
participants were able to 
• refer to specifie examples from their engineering courses, workplace experiences, 
and/or situations learned from the oldtimers to illustrate the importance of 
communication in the engineering profession; 
• use the mediational artifacts and the ECC activity system's objects in other 
professional and academic activity systems related to engineering; 
• build connections between the communication courses and other engineering 
courses and/or the engineering workplace; 
• become aware of the ECC effect on their own communication abilities in the 
academic and workplace contexts; 
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• become aware of other effects of the ECC on their perceptions of engineering 
communication. 
It appears that these participants were able to address the issues of communication 
at a higher level than those who had taken the ECC in the first year of the Engineering 
Program without having had any prior exposure/connection to the profession. For 
example, Sami repeatedly referred to his engineer father and grandfathers when 
explaining his sensitivity to various aspects of the profession: "in a sense 1 get to carry 
around years of experience before 1 even have a career" (EM, 16/09/2003). Daniel, 
basing his judgment on his pre-ECC experience building an engineering structure in a 
Central American zoo and writing documentation for this structure (see Appendix K, p. 
300), commented that his acceptance of the ECC value was determined when he had 
realized that what "students were doing in the [ECC] ... [was] ... what one must 
provide as a 'deliverable' in the 'real world'" (EM, 26/0412004). 
The Overall Summary of Experience presented in this chapter indicates that the 
common trends that emerge from the analysis of responses reflect the participants' views 
of the relationship between domain content expertise and the participant's communication 
practices; the timing of the ECC offering; the effect ofECC mediational artifacts and 
objects on the participants' communication practices in other activity systems beyond the 
ECC, and so on. The OSE complements the conclusions drawn from the Individual Case 
Synopses and adds more information on the participants' perceptions of the effectiveness 
of the engineering communication course. 
The Overall Summary of Experience also reinforced the conclusions that had 
emerged from the ICS (see chapter 5); that is, that the relationships between individuals' 
cultural capital, their sense of ka iros , their views of the role communications play in the 
profession, on one hand, and their trajectories in learning domain-specific genres. In 
particular, the combination of common trends in the participants' responses as presented 
above sheds additional light on the conditions under which learning genres seem to occur 
more smoothly and on "the ingredients" of genre knowledge that allow novices to be 
better prepared for the workplace communication. 
The following chapter summarizes the main findings and limitations ofthe study 
and discusses its implications for pedagogy and further research. 
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CHAPTER 7. BY WAY OF CONCLUSION: FINDINGS, LIMITATIONS, AND 
IMPLICATIONS OF THE STUDY 
Beware of the most honest broker. Remember that what you are told is really 
threefold: shaped by the teller, reshaped by the listener ... 
~abokov, 1987,p.40) 
This chapter conc1udes the discussion of the research study presented in this 
dissertation. It summarizes the findings, discusses the limitations and new research 
questions that have developed as a result of the study, and outlines directions for future 
research. The chapter conc1udes by discussing the implications of the study for the 
participants and researcher. 
The study presented in this dissertation focussed on the analysis of novices' 
trajectories in learning genres oftheir profession, engineering. The theoretical exploration 
of the novices' development into communicators within their profession, which is at the 
centre ofthis study, developed from the initial pedagogical assessment of the 
effectiveness of the Engineering Communication course design. The research study had 
two goals: (a) to refine the current understanding ofwhat constitutes professional genre 
knowledge and ofhow novices leam and use genres ofprofessional communication, and 
(b) to test the effectiveness of the suggested pedagogy for domain-specific 
communication courses. A combination of Rhetorical Genre Studies, Activity Theory, 
and situated learning was adopted as both the theoretical basis for the ECC development 
and the study's theoretical framework. The methodology of the study was loosely based 
on the constructivist grounded theory approach (Charmaz, 2000, 2002) with the use of a 
combination of categorizing and contextualizing strategies (Maxwell & Miller, 1992, 
2000). 
The main theoretically driven research question in this study was: 
• What does mastery of domain-specific (engineering) genres mean? 
This question consisted oftwo sub-questions: 
1. What does domain-specific rhetorical genre knowledge inc1ude? 
2. Where and how do novices accumulate the constituents of rhetorical knowledge of 
domain-specific (engineering) genres, and how do these constituents allow novices to 
respond successfully to rhetorical situations in the academe and workplace? 
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The related pedagogical question, which developed from the assessment of the 
effectiveness ofthe ECC design, was: 
• Is it possible to teach domain-specific communication practices apart from the 
local contexts in which they occur? ln other words, ifwe teach, for example, 
engineering communication strategies in a university course, can these strategies 
be productively used by novices beyond the c1assroom context and would these 
strategies be accepted as legitimate in the workplace? 
The following summary ofresearch "findings" (1 use the term "findings" here for 
want of a better word that would accurately describe the results of the qualitative study 
discussed in this dissertation) briefly restates the discoveries made in the process of data 
analysis and interpretation. 
Summary of Research Findings 
ln this study 1 used a combination ofthree theoretical perspectives--RGS, AT, and 
situated learning--as a lens for the analysis of novices' learning trajectories on their way 
to becoming professional communicators. This combined theoretical perspective has 
allowed me to uncover a longitudinal process of genre learning by the participants that 
occurred in different social settings. Through the process of data analysis and 
interpretation conducted from the combined RGS-AT-situated leaming perspective, 1 
observed that genre knowledge in those novices who had exhibited the ability to use 
engineering genres successfully (and even changed sorne workplace genres) was a result 
of a summative effect of various genre knowledge "ingredients" accumulated from 
different sources at different time periods. The various sources of such genre knowledge 
ingredients inc1uded, but were not limited to, c1assroom and workplace practices. The 
accumulation of genre knowledge ingredients did not necessarily happen in a smooth, 
uninterrupted way with a c1ear beginning and a c1ear end. 
The Individual Case Synopses and Overall Summaries of Experiences, presented 
in chapters 5 and 6, provide illustrations of novices' trajectories in learning engineering 
genres as reflected through their changing perceptions of the role and nature of 
engineering communication and their involvement in it. It is important to note that the 
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knowledge of genre conventions and understanding of audience's expectations are 
necessary but not sufficient for the novices' ability to successfully respond to workplace 
rhetorical situations (cf. Katz, 1998, p. 18). The interpretation of the data suggests that, in 
addition to the knowledge of genre conventions and understanding of an audience's 
expectations, the following components have a critical influence on the formation of 
genre knowledge: 
(a) cultural capital, 
(b) domain content expertise, 
(c) the novice's understanding of the improvisational qualities of genre, 
(d) agency, as reflected in the novice's ability to both seize and create kairotic 
moments in the chronological flux of time and enact genres in the ways that are 
recognizable by the community of practice, 
(e) formaI education, 
(f) workplace experiences, and 
(g) private intention. 
These components, combined with personal histories and leaming styles, form the main 
ingredients of genre knowledge. The interpretation ofthe data appears to demonstrate 
that these ingredients often define the way individuals act in workplace rhetorical 
situations and determine the novice's ability to effect change in a workplace context. The 
study has indicated that there are important connections between the ingredients of genre 
knowledge and the novice's ability to develop into a successful communicator in the 
context of the discipline/profession. These ingredients seem necessary for a smooth 
integration of novices into workplace communities of practice and their ability to act and 
effect change in workplace contexts. 
The study has provided evidence that other ingredients of genre knowledge such 
as, for example, the novices' ability to "understand the dynamics of a genre" (Bazerman, 
1997, p. 23)--which inc1udes their ability to "read" the situational context, to develop 
appropriate communication strategies in response to it, and to take the "high" road in 
learning the communication practices of the chosen profession--are often vital for the 
novice's success (see Bill's and Sami's stones as contrasted with Moe's story, chapter 5). 
As Bazerman (1997) pointed out, once rhetors understand "the dynamics ofa genre," they 
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have a range of rhetorical choices, "inc1uding choices that are far from traditional in 
appearance, but which nonethe1ess speak to the circumstances .... The pressure of genre 
is not of conformity so much as of response to complexity [italics added]" (p. 23). This 
research further urges us, as technical and professional communication researchers and 
instructors, to revisit our understanding ofwhat it means to successfully master the 
genres ofa profession and what it means to teach these genres. Swales (1993) has 
questioned what we should consider successful, "meeting the genre expectations, or 
being communicably effective" (p. 689). This is a pertinent question for writing 
instructors because the answer to it could lead to the reconsideration of genre pedagogy, 
design of new courses, and, perhaps to the revolutionary change in the program design in 
order to address the flexibility of rhetorical strategies within generic forms and, thus, 
provide students with opportunities for both seizing and creating kairotic moments. 
This study has provided evidence that doing something different does not 
necessarily land novices in unfavorable situations (see Bill's and Sami's stories, chapter 
5); in fact, it can help them in their professional careers as long as they are in possession 
of the necessary ingredients of genre knowledge; in other words, as long as they have 
developed a keen sensitivity to the communication practices of the profession. Whether 
c1assroom teaching can help students acquire this firm grounding is a question for further 
research. 
The study indicates that the ingredients of genre knowledge accumulated in one 
context may be used in another, thus allowing novices to adapt genres learned elsewhere 
to a new rhetorical situation and supplying them with confidence and ability to do so. 
This observation adds to the recent discussion of genre teaching and learning and the 
school-to-work transition, in which scholars (e.g., Dias et al., 1999; Freedman & 
Medway, 1994a, 1994b, 1994c, 1994d) have expressed doubt that "genres for use in one 
context ... can be straightforwardly taught in a different context" (Freedman & Medway, 
1994b, p. Il). The findings of this study suggest that some ingredients of genre 
knowledge can, in fact, be taught in a c1assroom context; however, for the genre 
knowledge to become active and for the individual to be able to apply this knowledge 
successfully, it needs to be complemented by other genre knowledge ingredients 
accumulated elsewhere. It also appears that by the time that novices are able to read the 
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situational context and adapt their genre knowledge to it (as it happened to Sami, Bill, 
and Rebecca, chapter 5), genres of engineering no longer serve as the objects of the 
engineering activity because they have turned into mediational artifacts (cf. Le Maistre & 
Paré, 2004). 
The participants' "stories ofbecoming," presented in chapters 5 and 6, seem to 
indicate that much ofwhat the novices used in workplace communication, inc1uding 
genre conventions, had been taught and learned outside of local workplace contexts. This 
finding provides an answer to the second research question of the study, 
• Is it possible to teach domain-specifie communication strategies apart from the 
local contexts in which they occur? 
Since experienced professionals in Sami's and Bill's workplaces did recognize and accept 
communication practices brought in by the novices from school and elsewhere, such 
practices can be successfully taught outside of local contexts, for example, in the 
academic c1assroom. Further research is needed to accumulate more data to support the 
finding that the pedagogy such as the one used in the Engineering Communication course 
(i.e., the pedagogy based on RGS, AT, and situated learning) can, in fact, provide 
students with sorne of genre knowledge ingredients. These ingredients, combined with 
others, are central to the novices' ability to critically view workplace rhetorical contexts, 
inc1uding their chronotopes, audiences, tensions between competing agendas, outside 
pressures, etc. In other words, this finding of the study again raises a question of 
portability of rhetorical strategies across contexts, but from a different perspective. It 
appears that rhetorical strategies may be portable but only if a novice aIready possesses a 
combination of particular genre knowledge ingredients. This question requires further 
research. 
The study (in particular, Bill's and Sami's stories, chapter 5) has confirmed the 
observation made by Katz (1998) that "the resistance ofnewcomers may help explain a 
phenomenon that we recognize but don't fully understand: the changeable nature of 
discourse conventions" (p. 14). In this respect, Killingworth (1998) noted that a novice 
often has more opportunities to create changes and influence production than we 
could have predicted. And contrary to what most social theories of discourse 
might suggest--that theprocess ofsocialization and 'incorporation' of the writer 
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willlikely snuff out the spark of creative individuality--... [there is] a surprising 
tolerance for individual self-expression. (p. x) 
The study presented in this dissertation provides additional evidence that those novices 
who are in possession of the necessary ingredients of genre knowledge and who have 
been socialized into the practices ofthe profession can and do change workplace 
communication practices, sometimes shortly after havingjoined the workplace, just like 
Sami and Bill did. This observation suggests that communication instructors need to 
extend their pedagogies beyond teaching genre conventions and audience awareness and 
provide c1assroom contexts that would allow students to develop the understanding of 
genre as allowing for flexibility and educated intervention. This change, however, must 
be made with the utmost caution to prevent students from interpreting this view as an 
encouragement for reckless action. In other words, such pedagogy should be based on 
Katz's (1998) suggestion: "an awareness of opportunities to question can be fostered by a 
pedagogy that strikes a balance between compliance and rebellion and offers the 
possibility of thoughtful, informed, ethical response to organizational values and goals" 
(p. 3). 
The findings of the study indicate that a combination of Rhetorical Genre Studies 
with complementary theories provides researchers with a powerful tool for the analysis of 
genre leaming in various contexts (Freedman, 2003a, 2003b). The combined RGS-AT-
situated leaming theoretical framework, complemented with selected concepts from 
Bourdieu's social theory of practice, has proved effective in the analysis of novices' 
trajectories in their learning of genres oftheir professions, as the trajectories unfold in 
time and space. In addition, the use ofRGS combined with other theories also helped me 
as instructor to develop a c1assroom context that allowed sorne students to successfully 
develop regulated improvisational strategies (Schryer, 2000, 2002) and, therefore, 
facilitated their transition from school to workplace (e.g., Aisha, Bill, Rebecca, Sami, 
Walter, chapters 5 and 6). The findings ofthe study appear to confirm Katz's (1998) 
view that novices can leam about the discourse conventions valued in a professional 
context "before they can write for that context and before they can frame appropriate 
challenges to those conventions" (p. 18). 
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As well, the combined theoretical framework allowed me to reach important 
pedagogical conclusions; for example, that the timing ofthe offering of domain-specific 
communication courses integrated in university programs is crucial for the students to be 
able to develop the sense of connections between communication courses, subject matter 
courses, and professional practice. In other words, students needed to feel as 
"professionals-in-training" (Walvoord & McCarthy, 1990, p. 66) in order for them to 
learn sorne genre ingredients from a university course. For the student to feel this way, 
such courses need to be offered by the time that students have accumulated sufficient 
content expertise and are ready to develop into incipient engineering rhetors. Because 1 
conducted the pedagogical part of the study from the position ofparticipatory action 
educational research (discussed in chapter 4), this position allowed me to translate the 
findings into the teaching of the ECC: for example, my colleagues and 1 repeatedly 
suggested to the Engineering Faculty Board that the ECC should be moved to upper years 
of the program. The outcome ofthese presentations is that in six out of eleven streams of 
the Engineering Program, the ECC was moved from the first to the second year. In other 
words, the study has fed into the modifications of the curriculum design. 
As Sami's and Bill's stories (chapter 5) indicate, domain-specific communication 
courses that build on the students' already existing genre knowledge ingredients allow 
them to accumulate more of such ingredients and enable their actions as independent 
agents. Rebecca's case suggests that if a student has not yet accumulated the necessary 
ingredients of genre knowledge, it may be futile to expect her to learn even the basic 
domain-specific communication strategies in a single communication course. Comments 
provided by the participants and, in particular, Rebecca's narrative ofher movement 
through activity levels suggest that offering a domain-specific communication course 
early in the pro gram may not be optimal for students who have not accumulated "the 
criticai mass" of genre knowiedge ingredients to allow them to perceive a communication 
course as a coherent whole rather than a mosaic of discrete actions. It appears that for 
such students, the third year of the Engineering Program serves as the pivotaI point in 
their accumulation of domain content expertise and other genre ingredients necessary to 
focus their understanding of the goals of a communication course and to see connections 
between genres and practices of engineering. Offering such courses in eariier years may 
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leave those students who have not yet accumulated sufficient ingredients of genre 
knowledge at a disadvantage (as happened at the beginning to Rebecca and throughout 
the study to Moe, chapter 5). However, so far our attempts to persuade the Engineering 
Faculty Board to move the ECC to the third year have not been successful because the 
program is strictly regulated by the CEAB requirements and such a change will require 
major changes in the curriculum. 
The finding that sorne rhetorical strategies of engineering communication can be 
learned in a university course also suggests that the ECC allows the students to save time 
that they otherwise would have to spend acquiring and learning these strategies from 
other sources, for example, from workplace apprenticeships. As Bill's case (chapter 5) 
shows, a combination of formaI university education and workplace practice may allow 
novices to learn the genres of engineering more productively. The design of university-
level communication courses, strategically timed and placed in Engineering programs 
and combined with such workplace practice, may result in a more effective and speedy 
learning of sorne ingredients of engineering genre knowledge. 
This summary of the study findings is complemented below by a discussion of its 
limitations and the strategies used to minimize their effects in order to ensure the 
"trustworthiness" (Stake, 2000) ofboth the research presented in this dissertation and the 
design of future studies. 
Limitations of the Study 
The first methodologicallimitation is the use of a purposive sample (cf. Miles & 
Huberman, 1994; Patton, 1990) of study participants. The sample used in this study 
consisted of my former engineering students, who had taken the ECC that 1 taught in 
1997 -1999. This initial sample of over 100 students was self-selected and fonned in 
response to my search for volunteers to take part in the study. The final sample often 
study participants, all ofwhom took part in the study for more than seven years, was 
again self-se1ected from the original group. The former students' decision to participate in 
such a longitudinal study and their loyalty to it suggests that the participants had sorne 
vested interest in the study from the beginning and that this interest remained until the 
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end of the study. A limitation of such a se1f-selected sample was that it did not inc1ude 
any students who had failed the ECC (though Aisha had had a history of dropping the 
course and taking it again a year later, see chapter 6) and inc1uded only one student who 
had been openly dissatisfied with the ECC when she had taken it (Rebecca, chapter 5). 
Other study participants had been either positively disposed or neutral to the course. In 
other words, the purposive sample did not inc1ude former students who had been 
adamantly opposed to both the ECC and the idea that communication is part of the 
engineering profession, while, in my experience, each c1ass inc1udes a group of such 
students. Neither did the sample inc1ude any former students who had taken the ECC 
while in the third year of the Engineering Program. The absence of such participants from 
the sample made inaccessible the views of such students on the timeliness of the ECC in 
the engineering curriculum and, hence, prevented me from comparing the former third-
year students' opinions on the matter with the views presented by the former first-, 
second, and forth-year students that the best timing for the ECC is, in fact, the third year 
(see chapters 5 and 6). 
The self-selection of the study participants would have significantly affected the 
results of the study if the focus had been on providing a comprehensive view of ail 
former students' learning trajectories. It is, however, important to note that the multicase 
approach to the research used in this study alIows the researcher to focus on each case as 
having an intrinsic value (Stake, 1995,2000), and then, if desired, explore comparisons 
and contrasts between the cases. Because the aim of the study methodology was to 
achieve interpretive understanding of participants' and researcher's emergent meanings, 
and because in my study, each individual case represents one trajectory in one novice's 
learning of engineering genres, a potential negative effect of a self-selected purposive 
sample on the interpretation of the data is reduced. 1 doubt that another approach to the 
selection ofthe participant sample would be as effective for a qualitative longitudinal 
study as the use of a self-selected volunteer group of participants. 
Longitudinal studies like the one presented in this dissertation are often 
characterized by another limitation, which 1 have come to calI "participant fatigue," as 
discussed in chapter 4 (e.g., Donmoyer, 1990; Mann & Stewart, 2002; Mason, 2002). 
Being part of a study for more than seven years sometimes becomes too tiring for the 
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participants, and my questionnaires would occasionally stop attracting the participants' 
attention. Sometimes, sorne participants would stop responding to my messages for 
reasons of their own. If they did not respond to a questionnaire for sorne time, 1 would 
send a message asking if they intended to continue to participate in the study. Bill once 
responded to such a question with the following e-mail message: 
Quitting now would be like scaling Everest, only to be stopped by the Lhotse 
face. While 1 desperately want to summit, 1 also don't want to spend too much 
time in the death zone. The analogy is weak. 1 will continue to soldier on, 
Natasha. How could 1 let you down now? (20/07/2003) 
In this e-mail, Bill's study fatigue is obvious but at the same time his commitment 
to the study is also c1early demonstrated. My messages reminded him of the study and he 
resumed his participation. The problem of sustaining participants' commitment became 
apparent at the later stages of my study: while more than 100 students responded to the 
follow-up questionnaires after a term and then a year following their completion of the 
ECC, 20 remained a few years later, with only ten participating in the study for its whole 
duration. It was particularly difficult to sustain the relationship with the participants when 
they had graduated from the university. On the other hand, the commitment ofthe ten 
participants in this study has allowed me to develop a trusting relationship with them, 
which provided me with access to the data that would have been unavailable to me 
otherwise. While it would be impossible (and hardly useful) to conduct a study ofthe 
kind presented in this dissertation with 100 participants, it might be desirable for future 
studies to have a selection ofparticipants with more varied backgrounds (e.g., 
international students; non-native speakers of English with different language 
proficiency; former students who had taken the ECC in all four years of the Engineering 
program, inc1uding year 3; former students who had failed the ECC, etc.), particularly, 
for triangulation purposes. 
Yet another limitation of the study, which, at the same time, is its main 
methodological feature, is that the primary data come from the participants' rendition of 
events. Because 1 was present as a participant-observer only at the beginning of the study, 
when 1 was teaching the ECC to the participants, direct observations were made in c1ass 
only (these observations were made from the pedagogical viewpoint at the earlier stages of 
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the study and did not directly contribute to the study). To reduce possible biases in 
interpretation of the data provided by the participants' responses and interviews, 1 
triangulated the study, as discussed in chapter 4, by (1) conducting a longitudinal study that 
allowed me to retum to the same questions at different points in time and verify and 
compare participants' responses and their account of events; (2) employing a multicase 
method that allowed me to draw comparisons and trace contrasts among the participants' 
narratives and their responses to the same questions; (3) using a combination of 
categorizing and connecting strategies when analyzing the data. It would be desirable to 
combine the methods of analysis used in this study with ethnographic methods that allow 
the researcher to observe the contexts in which the study participants communicate. 
However, in a longitudinal study similar to the one presented in this dissertation, such 
observations may prove difficult as the participants move from one context to another. Still, 
even discrete first-hand observations of the contexts and participants' communicative 
activities should prove very useful for supplying additional data and allowing for additional 
triangulation. On the other hand, it is worth remembering that a careful treatment of the 
participant's accounts does allow the researcher to gain access to the story-tellers' personal 
histories simply because, as Nabokov (1961) aptly observed, "the crudest curriculum vitae 
crows and flaps its wings in a style peculiar to the undersigner. 1 doubt whether you can 
even give your telephone number without giving something ofyourself' (p. 119). 
The role of the reflective researcher that has been considered one of the important 
features of qualitative research (e.g., Denzin & Lincoln, 2000; Maykut & Morehouse, 
1994); it is one of the central formative features ofthis study and, at the same time, one 
ofits limitations. 1 started the studyas an assessment of the pedagogy that 1 had 
developed for the course, which 1 taught, and then modified and continued the study, 
working with the participants, all ofwhom had been my former students. Thus, from the 
inception of the study my methodology reflected the indwelling posture (Maykut & 
Morehouse, 1994). As discussed in chapter 4, this posture required that 1 be aware ofboth 
my biases as a teacher/researcher involved in classroom action research and my agenda 
as a researcher studying the process of genre learning and the participants' perceptions of 
it. The limitations of the indwelling posture are that the researcher finds herselfin close 
proximity to the subject of the study and its participants, which may potentially lead to a 
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biased interpretation of the data. To reduce the effect ofthese potential biases, 1 adopted 
the position of a reflective practitioner (Schon, 1983), continually acknowledged the 
ambiguities of the situation throughout the study, and regularly reflected on my possible 
biases in informaI memos and in the representation and interpretation of the data. On the 
other hand, there is an undoubted advantage to the "indwelling" posture because being 
part of the context of the study allows the researcher to gain access to the data and 
insights that would remain inaccessible otherwise. In future studies, 1 would like to 
continue to use the same "indwelling" posture, including in the data representation an 
upfront acknowledgement of its limitations and combining it with my reflections on its 
effects on the study. 
Such authors as, for example, Donmoyer (1990) and Fontana and Frey (2000) 
noted that the proximity of the researcher to the researched often is a positive feature of 
research studies because it assists in the development oftheir collaboration. Because such 
a close relationship may raise questions of the ownership of research data and their 
interpretation, in order to produce a text that would include not only my voice but also 
the voices of the study participants, 1 provided research reports to participants at various 
stages of the study, negotiated these reports with them, and included in the case synopses 
and summaries the participants' voices (e.g., in the form ofmember checks). 
Another limitation of the study is that only at the early stage of data coding, and 
only for one Excel document from Rebecca's workbook, there were two researchers--my 
former colleague Jennie St. Martin and myself--working on the codes (see chapter 4).100 1 
coded the rest of the data. In future research, if funding becomes available, this limitation 
may be overcome by hiring another researcher who would code aIl the data concurrently 
with me, so that the codes could be compared, discussed, and refined collaboratively (cf. 
Schryer, 2003, 2005). 
A vast amount of data was accumulated in the course of the study presented in 
this dissertation. Due to the labour-intensive nature of interview transcribing and data 
coding and due to the time limitations imposed by the doctoral program, 1 was unable to 
develop Individual Case Synopses for all ten study participants. In order to obtain a more 
100 Here 1 was following Geisler's (2004) advice "to give a second coder no more data than can be coded in 
an easy sitting of 1 to 1 ~ hours" (p. 75). 
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complete picture of novices' leaming trajectories and the ingredients oftheir genre 
knowledge, it would be beneficial to continue the data analysis and interpretation and to 
produce additional ICS, in particular, for Aisha and Vic (two other participants who 
provided over 50 sources of data; see Appendix L, p. 316). This is a task for future work. 
In addition to the analysis of primary data that came from the participants' 
responses to various types of questionnaires and interviews, it would be beneficial to 
conduct a thorough analysis of the participants' writing, samples ofwhich were collected 
in this study as a secondary data pool. 1 also have collected the participants' assessments 
of their own and each other's writing produced at different points in the study and the 
ECC instructors' and engineering prof essors' responses to these writing samples. The 
analysis ofthese data will be the focus of a future study. It should enrich the research, 
add new perspectives on the participants' "stories ofbecoming," and further triangulate 
the study. 
New Questions and Directions for Pedagogy and Research 
It is important to note that, as discussed in chapter 5, the traditional 
communication c1assroom hardly ever provides opportunities for the students to engage 
with the improvisational dimension of genre knowledge, which appears to play such an 
important role in novices' successful rhetorical behaviour in the workplace (e.g., in Bill's 
and Sami's stories, chapter 5). Students have little opportunity to create kairotic moments 
and exercise their agency in a university course; they usually have to respond to 
"kairotic" moments created by instructors (e.g., deadlines for course assignments). Onlya 
small number of exceptional students, who already possess sorne ingredients of genre 
knowledge, such as cultural capital and domain content expertise, sometimes negotiate 
with the instructor their goals in the courses and create what might be called kairotic 
moments. Sami's and Bill's stories have indicated that the pedagogy based on RGS 
complemented with AT and situated leaming theories helped them add to their genre 
knowledge ingredients and provided room for their actions as independent agents; it also 
allowed them to carry genre knowledge ingredients to other contexts. 
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If such pedagogy is, in fact, possible, how can we make it more effective and 
ensure its widespread acceptance? Should the improvisational nature of genres and 
opportunities for the creation of kairotic moments figure in the classroom teaching, and if 
so, then how can these opportunities be integrated into academic courses? If our courses 
do not inc1ude such opportunities, how will we be able to assist those students who do not 
have access to the type of cultural capital that sorne of the study participants had access to 
through their families and mentors (e.g., Aisha, Bill, Lynne, Sami, Walter, see chapters 5 
and 6)? These are questions for further research. 
Another question that remains unanswered at this point is how professional genre 
learning by students can be assessed. The study presented in this dissertation (in 
particular, the Case Synopses and the Overall Summary of Experiences, chapters 5 and 6) 
offers evidence that such an assessment becomes possible only years after the students 
have been introduced to the conventions of genre. Perhaps the longitudinal research 
model may indicate directions for the development of a "delayed" assessment. 
Opportunities for the design and administration of such delayed assessment need to be 
explored in the future. 
Implications of the Study 
Implications for the Participants 
To find out if participation in the study had any effect on its participants, when 
this dissertation was almost completed, 1 sent out the last question: 
Look back at the time that you have [spent] participating in this study--eight+ 
years for sorne and seven+ years for others--and reflect on your participation. In 
other words, has your participation in this study (being in touch with me, 
responding to my questions, being interviewed, reading your case summaries and 
responding to them, and so on) had any effect on you in any way? Positive? 
Negative? In what way? None? (20/05/2005, see EQ)3, Appendix E, p. 267) 
AlI ten participants responded to this question. Their responses fell predominantly into 
two categories: (a) overall importance of communication; that is, the participants' 
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realization of the importance of communication within and outside the profession that 
developed through their participation in the study and (b) reflection on own practices; 
that is, the development of the participants' ability to reflect on their own practices and 
perceptions triggered by being part of the study and by reading their Individual Case 
Synopses and Narrative Summaries. Below 1 provide sorne illustrations ofresponses that 
fall into each of the categories. 
With regard to the realization of the central role of communication in the 
profession, Aisha noted, 
participating in this [study] has enabled me to reflect on the role that 
communication plays in engineering. It is interesting because when we started our 
engineering education, the focus [was] perceived as being mainly (only) math, 
science, calculations, and programming. Yet communication is an essential part in 
engineering, especially at more advanced stages. (25/05/2005) 
Other participants commented, "what participation has done for me is force me to think 
of communication as a whole ... 1 have learned that communication is an essential tool, 
perhaps the most important tool to have, that we use in our daily interactions with our 
employers, peers, family and friends" (Daniel, 23/05/2005); "1 think being in the study 
has caused me to reflect on communication in the workplace which in turn has probably 
helped me focus on its importance" (Lynne, 25/05/2005). 
With regard to the development of the ability to reflect on their own past practices 
and perceptions, the participants responded, "your interest in my communication 
experience has caused me to reflect on my progression, and l've definitely learned 
something about myselfthrough this processIf (Bill, 21/05/2005); "participation in the 
study has provided a time capsule for myself. Reading the [Case Synopsis] has shown 
how much l've changed from my educational career into my working career" (Rebecca, 
16/06/2005); "[the study] allowed me to verbalize certain situations leading me to better 
understand what had happened and why" (Sami, 23/05/2005); "the study provided me 
with new and different ways of analyzing myself and of assessing my career ... it opened 
my mind to a different train of thought or forced me to challenge assumptions 1 had made 
in the past" (Walter, 24/05/2005). 
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These responses to the last question of the study provide evidence that the 
qualitative methodology used in the study did not only allow for the collection and 
analysis of data but also involved the participants in a reflective practice. Their last 
responses suggest that the participants' involvement in the research was complex: on the 
one hand, their responses often forced me to reconsider research questions and directions 
of the study, and thus, affected me as a researcher; on the other hand, the participants 
were in turn affected by the study and carried its effect into the contexts oftheir daily 
activities, inc1uding the workplace contexts. Their responses to the last question in a 
sense validated the study for me and suggested that the ownership of the study has indeed 
become shared: it now belongs to my participants as much as it does to me. 
Implications for Myself as a Researcher and Teacher 
Not only did this study change my outlook on genre leaming and the role that 
c1assroom teaching plays in it, not only did it help me to develop a theoretical framework 
for the study of genre leaming by combining RGS, AT, and situated leaming, but it also 
helped me to develop into a better qualitative researcher. When Ijoined the MA program, 
in Applied Language Studies at Carleton University in 1994, my research background 
was solely in hard sciences, and 1 had not been exposed to any qualitative methods of 
research. Through the MA program and my work after its completion, 1 was introduced to 
sorne qualitative research strategies, but only when 1 started to work on my doctoral 
study, did 1 active1y involve myself into the experiments with a variety of qualitative 
methods. Here 1 would like to comment on one of the most important methodological 
features of this study: a productive combination of categorizing and 
contextualizinglconnecting strategies in data analysis (as discussed in chapter 4). Sorne 
qualitative studies, as noted by Maxwell (2005) and Maxwell and Miller (1992,2000), 
are limited in their choice of only one type of methods: either categorizing or 
contextualizing. The use of categorizing methods allows researchers to trace common 
themes in different texts but does not provide a method for identifying contexts in which 
these themes occur, while contextualizing strategies allow us to identify contexts but 
make it difficult to isolate the themes. In this research, 1 followed Maxwell and Miller's 
(1992,2000) suggestions and combined categorizing and connecting strategies in an 
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attempt to minimize the limitations ofusingjust one type of strategies. Such a 
combination allowed me to identify the common themes as they occurred in contexts and 
assisted in the construction and interpretation of Individual Cases Synopses, Narrative 
Summaries, and Overall Summary of Experiences (see chapters 5 and 6). In future 
studies, 1 would like to further explore applications of mixed method research (Maxwell 
& Loomis, 2003; Tashakkori & Teddlie, 2003) to reduce the limitations associated with 
the use of only one type ofmethods and to obtain a more comprehensive view of the 
process of genre learning. Mixed method research allows for a productive combination of 
quantitative and qualitative methodologies. Such an approach may be particularly 
relevant in the study of the secondary pool of data collected during this study: the 
participants' writing samples, complemented by their own and prof essors' responses to 
these samples, and combined with their questionnaire responses and interviews. 
This study has deeply affected me as a teacher. It made me realize what a difficult 
task our students face in communication courses, which are taught predominantly to first-
and second-year students. Many ofthese students have not yet accumulated enough 
ingredients of genre knowledge from other contexts (e.g., they may not have enough 
relevant cultural capital or sufficient domain expertise) by the time they enrol in 
communication classes and are, therefore, faced with an almost impossible task to learn 
and use domain-specific genres in a classroom context. Conducting this doctoral study 
prompted me to include more of student reflective writing in the course; it also made me 
reconsider myexpectations and my response to student work, and adjust them, depending 
on the student's preparedness for the course. The study participants' comments about the 
course and its components prompted me to revise, add, and/or remove sorne assignments. 
They also encouraged on-going discussions with my colleagues who teach other sections 
of the course. In other words, the participants' involvement in the study had a significant 
effect on my pedagogical practice. 
The study also affected me as a person. Being in contact with the participants for 
more than eight years prompted me to treat them as friends and, often, as advisors in the 
area of professional engineering communication. From their occasional e-mail messages, 
1 continue to learn about their weddings, new jobs, new houses, and other things that 
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constitute human life. 1 feel sad that the study is over and that 1 may not have a regular 
contact with them any more. 
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Have you leamed any useful communication strategies in [the ECC]? 
If YES, describe them 
In your opinion, what are the most important skills for an engineer in the modem 
world? 
Electonic Questionnaire 1 
Q 
1. Has your work in [the ECC] (e. g., newsgroup discussions and the fInal project) helped you: a) 
with the engineering course you chose to follow in [the ECC]; 
b) with other engineering work? 
2. Evaluate your experience communicating on the [the ECC] newsgroup. 
3. What would you tell students who plan to take [the ECC] in the future ifthey ask you about the 
course? 
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Electronic Questionnaire 2 
Q 
1. Did [the ECC] help you in your engineering course work? Please explain. 
2. Ifyou have had an engineering relatedjob since completing the course, were there any situations in which you 
used skills and/or knowledge acquired in [the ECC]? Please explain. 
3. a) Did the process of obtaining peer feedback on your [the ECC] assignments help to improve your 
communication skills? Please explain 
b) Have you used this strategy since completing [the ECC]? Please explain. 
4. Did the instructor's feedback help you to improve your communication skills? 
5. Did writing on the newsgroup and peer feedback (follow-ups) help you to improve your communication skills? 
Please explain. 
6. What in [the ECC] has been ofno value to you in your academic/workplace communications? Please explain. 
Electronic Questionnaire 3 
Q 
1. Were there any situations either in the University or in the workplace (sununer job, co-op term, lEP terrn or any 
other) in which you used skills and/or knowledge acquired in [the ECC]? Please explain. 
> 2. Did the [the ECC] instructor's oral, written and on-line feedback help you to improve your communication 
skills? Please explain. 
> 3. If a course sirnilar to [the ECC] but at a higher level were offered in> the upper years of your engineering 
program, would you take it? 
4. For students who have had any engineering relatedjob since completing the course: a) What skills do you think 
are valued in the workplace? 
b) How can universities better prepare students to the transition from school to workplace? 
Electronic Questionnaire 4 
Q 
Dear participants in the [the ECC] study, The time has come for another follow-up. Please respond to 
the questions at the bottom of this message as soon as you cano Please take you time and respond in as 
much detail as you cano Your detailed responses are always gready appreciated. AIso, 1 have to ask a 
favour ofyou: PLEASE provide me with the most reliable e-mail address that you are likely to use 
for another couple of years. Please let me know when your e-mail address changes (if it is not too 
much trouble): 
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in a year or so, 1 will be fmishing the analysis of ALL the data collected over the past four and a half 
years and writing up the results. 1 will need yOUf help (what they call "members check") with my 
interpretation of the results of the study: 1 will need to ask you to review excerpts from my analysis 
that relate to YOUR responses over the years to make sure that my interpretation corresponds to your 
view ofyourselves. To do so, 1 will need to e-mail you those excerpts. To make sure that you receive 
the excerpts and respond to them, 1 will need accurate e-mail addresses. 
1 would like to thank you all for your continuous participation in the study. It's my hope that the 
outcomes of this study will help us understand how students acquire professional communication 
strategies and allows us to develop more practical and effective engineering communication courses, 
and will help professors better understand and address student concems about engineering 
communication. 
QUESTIONS: Please note: the main questions are numbered. Questions below each numbered 
question are provided to help you focus your responses to the numbered questions. 
1. Have you noticed any changes in the demands to communication abilities through your academic 
careers? 
What are these changes (if any)? 
- How do you adapt to these changes? What helps you adapt successfuIly OR prevents you from 
adapting successfully? 
2. Ifyou have had any engineering-related workplace experience, please reflect on the differences and 
similarities of engineering communication in the workplace and at the university. 
- What in your academic and workplace/professional background helps you cope (or prevents you 
from coping successfully) with the demands of engineering workplace communication? 
3. What university work (if any) helped you acquire and develop engineering communication 
strategies? Can you identify these strategies? 
4. How do you see yourself as a [beginning] engineering communicator? 
- Please reflect on the development of your abilities to communicate in writing and orally in 
professional and/or academic engineering contexts.- How has your ability to communicate changed 
over years? 
- What contributed to this change? 
- What are you satisfied with and what still needs work in terrns of your engineering communication 
abilities? 
5. The following questions relate to the methodology of the [the ECC] study you have been 
participating in: 
5a. Do you feel cornfortable participating in the study via e-mail (responding to regular e-mail 
questionnaires)? 
5b. AImost all ofyou have had at least one face-to-face interview in the course ofthis study. Do you 
feel cornfortable combining e-mail responses and personal interviews? 
5c. All ofyou are my former [the ECC] students. How does this fact affect your level of cornfort? 
5d. Will you be able to provide a "member check" of the results of the study related to YOUR 
responses? 
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Electronic Questionnaire 5 
Q 
> Dear [the ECC] study participants:> 1 hope you are having a great summer.> l'm sending you this 
message to 
> 1) rnake sure that you are still participating in the study; 
> 2) make sure that e-mail addresses 1 have are CUITent 
> 3) ask you ifyou would like to choose a pseudonym under which the> information 1 have collected 
from you will appear in the research report> and any subsequent publications.> Ifyou would like to 
choose a pseudonym. please remember that there are> the following restrictions on pseudonyms:> a) the 
pseudonym should be a frrst name;> b) it should be reasonable in length (let's say, no longer than 10> 
letters, preferably, fewer);> c) it should reflect your gender (at least to the same extent as your > real 
name does). 
> Ifyou would like me to choose a pseudonym for you, rd be happy to do> so and let you know ofmy 
choice (ifyou want me to). 1 am open to any> suggestions.> Allow me to remind you that 1 may contact 
you with a few more questions> in the future and that 1 WILL contact you once the research report has> 
been drafted so that you could review sections related to you and> provide me with your comments 
(member checks). It is very important to> me that 1 have your CUITent e-mail addresses. In case of a 
change of> address, please do not forget to send me your updated address.> 1 wish you aIl a great 
remainder of the summer. 
Electronic Questionnaire 6 
Q 
1. Could you please take sorne rime and think of an engineering- related situation, in which your 
[engineering] communication skills helped you out? Please describe it to me. 
Was there anything in your life that changed your view of the role and place of [engineering] 
communication in the engineering profession? If something like this happened to you, what was it? 
If you are faced with a[ n engineering] situation that requires a written response, how do you know what 
[document/style] is appropriate? 
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Electronic Questionnaire 7 
Q 
Dear fonner students, Happy New Year!> > 1 hope aIl is weIl with you and that you remember that you 
are> > participants in my study. rd be very interested in any recent stories> > based on your new 
conununication experiences of any sort.> > 1 would also appreciate it very much if you could reflect on the 
years> > since you became [the University] students and tell me if your sense of> > 
[professionallengineering] conununication has changed in any way and if.> > your perception ofyourselves 
as [technicallprofessionallengineering]> > conununicators has changed (ifat aIl). The write-ups ofyour 
case studies have been postponed for another half> > a year or so, but 1 will defmitely send them to you for 
review and response. Please do not forget to let me know ifyour e-mail addresses change. 
Electronic Questionnaire 8 
Q 
>Dear [the EeC] research participants:>Please note: your responses are important for this long-tenn 
study.>What's most important is that 1 should have regular responses from the>same participants over the 
years.>I would greatly appreciate it ifyou could respond to my previous>message, if only in a few words (the 
message is included below for your>convenience). l'm adding a couple of questions here: >- Do you consider 
yourselfa professional now?> - Ifyes, what does the word "professional" mean to you?> - Ifno, then 
why? What do you need to achieve to feellike one?>1 look forward to your responses. 
EZectronic Questionnaire 9 
Q 
Dear fonner students/study participants, Hope this message fmds you weIl. As sorne of you know, 1 have 
started sending out parts ofyour case studies for member checks. This process has started in the spring and will 
continue through the rest of the year. 1 am hoping to complete cases within eight months. 
1. Please confmn your e-mail addresses and/or send me more updated ones. 
> 1. What is/are your flIst language/languages (that is, the language/languages you started speaking before the 
age of3)? 
>2. What other languages do you speaklread/write (including English, ifit is not your flIst language)? Please 
rank them in the order of fluency. 
>3. Ifyou speak languages additional to English, do you think they help you in your professionallacademic 
conununication? Ifyes, then how. Ifnot, then why. 
>Questions 3 and 4 should be answered ONLY if English is NOT your flIst language:3. If English is not your 
flIst language, how old were you when you started speaking it and under what circurnstances? 
>4. If English is not your flIst language, on what basis were you adrnitted to the Bachelor of Engineering 
program at [the University]: 
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Electronic Questionnaire 10 
Q 
> Do you think there was/is something in yOuf background (family in general, parents' and 
relatives' professions, friends, school experiences, teachers/professors, co-op placements, 
summer experiences, and so on) that influenced yOuf carrier decisions (both positively and 
negatively)? 
rd be interested in the whole story ( 1 leave it entirely to you what you choose to communicate 
in this story). 1 am interested in looking at influences on people's carrier choices, particularly for 
those ofyou who have stayed with the research since the day 1 met you. 
Electronic Questionnaire 11 
Q 
Dear study participants,! ICould you please let me know (asap) how much of yOuf time you are spending 
communicating on the job in total including written communication oral 
communication Any additional details will be appreciated. 
Electronic Questionnaire 12 
Q 
Hello there, //l'm SUfe you have happily forgotten about me -- but no, here 1 am again. The report (about 
300 pages and counting) is nearly done, and bits and pieces have been published and are in press. 1 just 
need the very last piece ofinformation. Could you do me a huge favoUf and quickly send me a one-liner 
(as a minimum) simply updating me on yOUf career situation? Il 1 remain forever grateful for yOUf faithful 
participation and insightful comments throughout the years. 
Electronic Questionnaire 13 
Q 
Please do me another favoUf (absolutely the last in this study): Look back at the time that you have been 
participating in this study -- eight+ years for sorne and seven+ years for others -- and reflect on yOUf 
participation. In other words, has yOUf participation in this study (being in touch with me, responding to 
my questions, being interviewed, reading yOUf case summaries and responding to them, and so on) had 
any effect on you in any way? Positive? Negative? ln what way? None? That's the last. 
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Appendix F. Sample Projects 
Sami 's Project 
Sami had initially chosen to describe and discuss a laboratory experiment from an 
electrical engineering course as a subject for his ECC project. Later, through a dialogue 
with bis classmates that took place on the electronic discussion group and during in-class 
and out-of-class peer feedback sessions, he learned more about their interests and 
discovered that a programming course seemed more challenging both to him and bis 
classmates. In a posting that appeared on the electronic discussion group on October 19, 
1998, he wrote, "The assignments [in the programming course] are long and hard ... My 
mid-term was a killer. 1 think 1 failled [sic]." Eventually, he decided to focus on an 
assignment that was offered in the programming course hoping that by writing and 
talking about it, he would be able to develop a better understanding of the computer 
language Java that he was required to use in the assignment. In about a month, as he was 
working on the ECC project and studying in the programming course, his attitude to the 
programming course became more positive. He obviously started to feel more 
comfortable with the course material: "O.k. so the course has its advantages. Now 1 
understand the idea of classes [a concept in object-oriented programming that was taught 
in the programming course] much better than before" (NGP, 11/11/1998). 
In the end, Sami developed a computer program in Java. The program was 
written to solve a problem provided in the programming course; however, the purpose of 
his completion report and final oral presentation was not only to demonstrate a software 
application that provided an accurate solution to the problem, but, equally importantly, to 
explain to his communication course classmates and me why Java was a suitable 
language to use and how he used it to solve the problem. Sami had to develop and design 
his completion report so it fitted the chosen subject matter, that is, the development of a 
particular software application written in Java, and so it responded to the needs and 
expectations of the communication course audience. 
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Moe 's Project 
Moe initially selected the Orientation to Engineering course as a subject for his 
project. He made several postings on the course electronic discussion group, commenting 
on the chosen course. His postings joined the chorus of students' complaints about 
Teaching Assistants in the drafting lab that was part ofthe course. About a month later, 
Moe reflected on his postings: "1 found myselfwriting more about those TAs in the lab 
rather than writing about what we learned ... " (NGP, 3/10/1997). He posted a news group 
message announcing that he had decided to change the course he would basing his ECC 
project on from Orientation to Engineering to an introductory course Problem Solving 
and Computers: 
1 would like to say that 1 am changing my course, from ... [Orientation to 
Engineering] to ... [Problem Solving and Computers]. ... For my [ECC project] 
report, 1 would like to write about computers & software, not drafting. In ... 
[Problem Solving and Computers] 1 find the lectures boring but useful. Now we 
are working at the second problem which involves ifstatements, seems [a] fairly 
simple concept. (3/1 0/1997) 
After he had changed his focus to Problem Solving and Computers, Moe decided that he 
would conduct research on the operating system Unix for his ECC project. He 
commented, "since 1 am taking computer engineering 1 think it would be better for me to 
learn it . .. hopefully after finishing my report 1 will have had a good understanding on 
[sic] Unix system" (NGP, 14/10/1997). 
Even though in this message Moe appeared enthusiastic about the topic he had 
chosen for the ECC project, he had not started working on the project until almost three 
weeks after he had proposed the new topic: 
So far 1 haven't done very much work on my final report, due to midterms and car 
problems. 1 am stilllooking for books on UNIX (if anyone has any and would 
like to lend them?) [.] 1 should have my progress report posted in my next 
journal. 1 plan to begin my research hopefully this weekend. (NGP, 1/11/1997) 
He blamed a heavy course load and midterms for not being able to work on the project 
and even inc1uded a statement to this effect in his ECC project progress report (a formaI 
ECC assignment) (7/11/1997). Eventually, he produced a research report on UNIX that 
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looked like a compilation of the sources listed in the reference list. The report contained 
no analysis, but was presented as a review of the facts. Moe's grade for the report was 
70%. When asked half a year later ifhis work in the ECC had helped him with his 
engineering courses, Moe responded that he had not had to write any reports in his other 
courses and thus, had not been able to benefit from the ECC. He did not address the 
subject ofhis project nor did he reflect on whether he had leamed anything while 
working on the ECC report. 
When asked to reflect on the report in an interview approximately three years 
after finishing the ECC, Moe at first could not remember the topic ofhis project, and 
then, after having looked through the report, said that it was "bad ... all over the place .. 
. it's missing things"(12/02/01). He c1aimed he had been pressed for time and that he had 
not shown it to anybody for feedback before submitting the report to me. Even though he 
admitted that there were problems with the report, Moe was not very critical ofhis work: 
"For a first year student, 1 guess, it wasn't too bad" (l, 12/02/01). He seemed to be sure 
that at that point in time he would be able to write a perfect report and receive a 100% on 
it. He thought that the way to achieve a high grade on a report like the one he had written 
for the ECC was to "put far more technical details in it" because it would help the 
instructor to understand the report better. He did not mention the ECC project in any 
other interviews or e-mail exchanges. 
Rebecca 's Project 
Rebecca initially decided to base her ECC project on the first year Chemistry 
course she was repeating to improve her grade. Concurrently with the ECC Rebecca was 
taking four other courses, and three of them were either Calculus or Algebra courses. 
She was repeating the majority ofthese courses after having failed them or after having 
received a low mark at the first attempt. Initially, she was hoping that she would be able 
to use a chemistry laboratory experiment as the subject to explore in her communication 
project and "kill two birds with one stone, "so to speak (she noted that "It will be nice ... 
to be able to have sorne time to work on the labs where the mark isn't going to be only the 
lab!" [NGP, 11/09/1997]). 
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Later, however, she changed her mind. She wrote on the ECC electronic 
discussion group that Chemistry did not interest her and that she was "a math person" 
(14/10/1997). She explained that she was going to base her project on a Calculus course 
she was repeating at the time. Rebecca wrote, "1 am finding [the Calculus course] not all 
that easy, but not all that hard either. l'm thinking l'm going to find sorne stuffthat Cale 
we're learning will be good for" (NGP, 7/10/1997). 
From her ECC electronic discussion group postings, it appeared that she grew 
interested in her communication project as she was exploring applications of Caleulus in 
engineering design; however, she found herself often going offtopic because it was 
difficult for her to deal with the readings. Still, she c1aimed that her friends from the 
upper years ofher program were helping her by explaining sorne complex concepts 
(NGPs, October - November 1997). The scope and complexities ofher topic and, 
perhaps, her difficulties with other courses that she was repeating in that term, seemed to 
have overwhelmed Rebecca at the end of the term and she did not receive a high mark on 
the report (her mark for the report was 48%). 
Later, Rebecca commented that she had not found the ECC project helpful for the 
Caleulus course she based it on. She explained, "because the course was Calculus, this 
did not surprise me. Had 1 been taking a physics, or sorne other such course at the time 
that 1 would have been able to follow, 1 do believe [the ECC] would have proved 
beneficial" (EM, 25/03/1998). Obviously, at that time (the end ofher second year at 
university) Rebecca did not find ECC-related researching and writing helpful for her 
learning in the Caleulus course, not did she see the subject matter ofmathematics as 
allowing for a substantive report (even though earlier she identified herself as a "math 
person"). 
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Appendix G. Sample Course Outlines 
ECC Course Outlines for Fall1997, Winter 1998, Fall1998, and Winter 1999 
Fall1997 
1. Course Description 
This Communication Skills for Engineering Students course is designed to develop students' competence in 
written and oral communications in Engineering. The course focuses on the written documents produced in 
response to the context of Engineering curriculum or issues related to it. Students will undertake realistic 
contextualized tasks and apply appropriate language and forrnatting to them, with the aim of developing 
communication skills adequate to the level of acadenùc and entry-Ievel professional requirements in 
Engineering. These skills include the ability to defme and analyze a writing or speaking situation; the 
ability to develop a logical, c1ear response to that situation; and, fmally, the ability to write or present orally 
a response which is comprehensible to and suitable for a specific audience. The course places a special 
emphasis on the oral communication component in order to prepare students for oral presentations that they 
will have to make in both university and workplace settings. 
2. Course Organization 
This course will consider aspects of engineering communication related to specific topics in the various 
fields of Engineering. As much as possible, students will take the responsibility for selecting and 
organizing materials relevant to Engineering courses they are currently enrolled in. In each lecture class, 
various aspects of Engineering communications will be presented and rationales for different Engineering 
documents will be discussed. In lab sessions, students will participate in c1ass and small group discussions 
of the material covered in the lecture and will produce collaborative and/or individualized responses, both 
written and oral. 
3. Course Components and Assignments 
a) Written Assignments and Oral Presentations. 
Students will be required to produce engineering documents discussed in c1ass. Minor written 
assignments lOl will be produced in c1ass. Major written assignments lO2 will inc1ude several drafts and will 
be produced partly in c1ass, partly at home. Sorne assignments will inc1ude a combination of a written 
report and an oral presentation. Several individual assignments will consist of a written response to or an 
abstract of an engineering article related to one of the courses students are currently enrolled in. Students 
will be asked to read and comment on their classmates' drafts, to respond to other students' written and oral 
presentations, etc .. A special emphasis will be placed on group work as an essential characteristic of 
professional communications in Engineering. It is expected that each member of a group participates in a 
group oral presentation. Each member of a group is required to subnùt a separate written product. 
IDENTICAL REPORTS WILL NOT BE ACCEPTED. 
b) Personal Writing Journal Entries. 
Participation in the Electronic Newsgroup Discussion 103. 
Students are required to subnùt ONE personal writingjournal entry EVERY WEEK, either on a topic 
discussed in c1ass or in response to the content of one of the Engineering courses they are currently enrolled 
in. Posting of such journal entries to the course newsgroup is required. Every week each student is required 
to select at least two journal entries posted by other students, read them, and post comments to these entries 
to the course news group. Electronic subnùssions will be monitored by the instructor on a regular basis. 
This activity allows students to practice writing related to the Engineering field and pro vides an open forum 
for discussion. Journal entries and comments on other students' postings will be graded for completion 
only, not for correctness of English language use. A nùssed subnùssion will be awarded a grade ofzero (0). 
4. Texts 
Required: 
D. Beer and D. McMurrey, A guide to writing as an engineer, New York: Wiley, 1997. 
lOI See section Assignments, p.6. 
102 See section Assignments, p.6. 
103 Students are REQUIRED to have CHAT accounts and to subscribe to the course news group. 
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Recommended: 
D. Hacker, A Canadian writer's reference, Scarborough, Ontario: Nelson Canada, 1991 (or any other 
available edition). 
C. Mavrow, Writing in Engineering: A guide to communicating, Toronto: McGraw-Hill Ryerson, 1994. 
5. Course requirements lO4 
Students are required to attend ALL scheduled lectures and lab sessions. If a student misses a class, the 
responsibility for work assigned is his/hers; no make-up sessions will be provided. Participation in the 
electronic news group discussion is required. AlI major assignments should be typed (double-spaced, font 
12) and properly formatted. Assignments will be graded for content, organization, format, and language 
use. The maximum number of words for each assignment is presented in Section Assignments, p. 6. 
ALL ASSIGNMENTS MUST BE HANDED IN ON THE DUE DATES\05. Late assignments will not be 
accepted and will receive a grade ofzero (0). In individual cases, extensions may be granted under 
verifiable exceptional circumstances (e. g. upon submission ofa medical certificate, etc.). 
6. Evaluation 
Personal writingjournals and participation 
in the electronic news group discussion 20% 
General assignments* 20% 
Mid-term assignment 15% 
Final assignment (written report and oral presentation) 35% 
In-class lab practice/attendance 10% 
100% 
* General assignments include ail minor written and oral assignments throughout the tenu. 
NOTE: 
Failure to complete ail course requirements will result in a fmal grade of "F" (Fail). Since there is no Final 
Examination, students retain only the normal options available for appeal according to the current 
regulations as outlined in the university calendar. 
Ali assignments, IF NOT SPECIFIED OTHERWISE, must be done individually. Under no circumstances 
should you copy the work of another student. Any student who submits substantially the same piece of 
work as that of another student or from any other source IS PLAGIARIZING. This is an instructional 
offense. 
Tentative course calendar and assignment schedule are attached. 
104 NOTE: Students whose frrst language is not English MUST satisfy English language requirements 
BEFORE they register in [ECC]. 
105 See section Assignments, p.6. 
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Tentative course calendar 
Week 1 (Sept. 7 - 13) 
Homework: 
Introduction into Engineering Writing - choice of an engineering course as a topic for 
assignments posted to the news group; 
Video "Writing in Engineering" - journal entry (ex. 4, p. 10); 
- ex. 1, p. 10 
Beer & McMurrey, ch. 1; ch. 3 
Week 2 (Sept. 14 - 20) 
Business letters 
Audience in Engineering Writing Beer & McMurrey, ch. 4 
Writing Process in Engineering Guidelines for revisions and editing 
Video on letters, memos, e-mail messages Beer & McMurrey, ch.2, 3; ch. 4, pp. 73 - 78 
Submission of ex. 1, p.1 0 
Week 3 (Sept. 21 - 27) 
Lab reports Memos 
Ambiguity, coherence, paraHelism 
Beer & McMurrey ch. 2, p.17 - 33; ch. 3 
Week 4 (Sept. 28 - Oct. 4) 
Engineering ProposaIs Lab report from an engineering class; 
Beer & McMurrey-, ch. 5, pp. 109 -113 peer revision and discussion 
Week 5 (Oct. 5 - Il) 
ProposaI for the fmal report; 
Library search First draft -- in class; 
Abstracts Homework: 
Beer & McMurrey, ch. 6,pp. 130 Midterm assignment 
Week 6 (Oct. 12 - 18) 
Oral presentations Library search (fmd an article; bring it to the 
Video on oral presentations lab) 
Abstracts 
Submission ofmidterm assignment (AH drafts and fmal Homework: 
copy of the ProposaI for the final report) Abstract to the article: written document and 
oral presentation 
Beer & McMurrey, ch. 8 
Week 7 (Oct. 19 -25) 
Progress reports Abstracts: oral presentations and submission 
Beer & McMurrey, ch. 5 
Week 8 (Oct. 26 -Nov. 1) 
Engineering Reports 1 Progress reports: frrst drafts 
Video 
Beer & McMurrey, ch. 6 
Week 9 (Nov. 2 - 8) 
Engineering Reports II Progress reports: 
oral presentations and submission 
Beer & McMurrey, ch. 6 Final copy should be submitted along with aH 
drafts 
Week 10 (Nov. 9 -15) 
Résumés, job applications, cover letters First draft of fmal report; 
Beer & McMurrey, ch. 9 peer discussion 
Week 11 (Nov. 16 -22) 
International communications Oral presentations of fmal reports 
Week 12 (Nov. 23 -29) 
Individual consultations on the final report Oral presentations of fmal reports 
December 1: Submission of Final Assignment (Report) 
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Assi2nments 
Week# Assignrnents Dates of submission 
Everyweek Written journal entries One entry per week (12 entries over the 
FaU term) 
Weekly submission 
Topic discussed in labs 
2 Beer & McMurrey, 
Chapter 1, Ex. 1, p.10 Submission in lab 
150 words max. Sept. 14 -19 
2/3 Letter to Instructor 
First draft in c1ass (Sept. 14-19) 
Final copy Submission in lab, Sept. 21-26 
150 words max. 
3 Memo (draft and revision) Written in c1ass (Sept. 21-26) 
100 words max. 
4 Lab report (from an engineering c1ass) Revised in c1ass 
Peer discussion in lab, (Sept. 28-0ct. 3) 
5/6 ProposaI for the fInal report (group 
assigrunent106) 
First draft in c1ass (Oct. 5 -10); 
on the news group -- peer discussion 
Final copy Due date Oct. 15 (in lecture c1ass) 
(Midterm assignment) 
250 words max. 
Should be submitted along with aH the 
drafts and comments 
6/7 Library search in c1ass (library), Oct. 12-17 
Abstract Oral presentation and submission in 
150 words max. lab, Oct. 19-25 
8/9 Progress report (group assigrunent) 
First draft in c1ass, Oct. 26-Nov. 1; 
peer discussion and revision in lab 
Final copy Submission and oral presentation in lab, 
250 words max. Nov. 2-8. 
10 - 12 Report (group assigrunent) 
First draft in c1ass, Nov. 9-15; peer discussion 
Oral presentations in lab, Nov. 16 -29 
Final copy (Final assignment) Due date Dec. 1 
11 000 words max. 
(title page, table of contents, bibliography 
and appendices not inc1uded) 
Il Résumé 
Draft, peer discussion and revision Submission in lab., Nov. 19-22 
106 F . . . d th 1 . db' d or group ass1grunents, 1t lS expecte at ora presentations are one y a team; wntten ocuments 
must 
be produced individually. 
280 
Winter 1998 
1. Course Description 
This Communication Skills for Engineering Students course is designed to develop students' competence in 
written and oral communications in Engineering. The course focuses on the written documents produced in 
response to the context of Engineering curriculum or issues related to it. Students will undertake realistic 
contextualized tasks and apply appropriate language and formatting to them, with the aim of developing 
communication skills adequate to the leve1 of acadenùc and entry-Ievel professional requirements in 
Engineering. These skills include the ability to derme and analyze a writing or speaking situation; the 
ability to develop a logical, clear response to that situation; and, finally, the ability to write or present orally 
a response which is comprehensible to and suitable for a specific audience. The course places a special 
emphasis on the oral communication component in order to prepare students for oral presentations that they 
will have to make in both university and workplace settings. 
2. Course Organization 
This course will consider aspects of engineering communication related to specific topies in the various 
fields of Engineering. As much as possible, students will take the responsibility for selecting and 
organizing materials relevant to Engineering courses they are currently emolled in. In each lecture class, 
various aspects of Engineering communications will be presented and rationales for different Engineering 
documents will be discussed. In lab sessions, students will participate in class and small group discussions 
of the material covered in the lecture and will produce collaborative and/or individualized responses, both 
written and oral. 
3. Course Components and Assignments 
a) Written Assignments and Oral Presentations. 
Students will be required to produce engineering documents discussed in class. Minor written 
assignmentsl07 will be produced in class. Major written assignmentsl08 will include several drafts and will 
be produced partly in class, partly at home. Some assignments will include a combination of a written 
report and an oral presentation. Several individual assignments will consist of a written response to or an 
abstract of an engineering article related to one of the courses students are currently emolled in. Students 
will be asked to read and comment on their classmates' drafts, to respond to other students' written and oral 
presentations, etc .. A special emphasis will be placed on group work as an essential characteristic of 
professional communications in Engineering. It is expected that each member of a group participates in a 
group oral presentation. Each member of a group is required to subnùt a separate written product. 
IDENTICAL REPORTS WILL NOT BE ACCEPTED. 
bl Journal Entries. Participation in the Electronic Newsgroup Discussion\09~ 
Students are required to subnùt ONE personal writingjournal entry EVERY WEEK, either on a topic 
discussed in class or in response to the content of one of the Engineering courses they are currentlyemolled 
in. Posting of such journal entries to the course news group is required. Every week each student is required 
to select at least two journal entries posted by other students, read them, and post comments to these entries 
to the course news group. Electronic subnùssions will be monitored by the instructor on a regular basis. 
This activity allows students to practice writing related to the Engineering field and provides an open forum 
for discussion. Journal entries and comments on other students postings will be graded for completion and 
content only, not for correctness of English language use. To complete this requirement each student must 
post at least 10 journals and 20 comments on other students postings over the term. Journals and comments 
should be posted regularly during the term. A nùssed subnùssion will be awarded a grade ofzero (0). No 
make-up journals will be allowed during the last week of classes. Extra points will be awarded for extra 
subnùssions. 
4. Texts 
Required: 
D. Beer and D. McMurrey, A guide to writing as an engineer, New York: Wiley, 1997. 
Recommended: 
107 See section Assignments. 
\08 See section Assignments. 
\09 Students are REQUIRED to have access to CHAT and to subscribe to the course news group. 
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D. Hacker, A Canadian writer's reference, Scarborough, Ontario: Nelson Canada, 1991 (or any other 
available edition). 
5. Course requirementsllO 
Students are required to attend ALL scheduled lab sessions. If a student misses a class, the responsibility 
for work assigned is his/hers; no make-up sessions will be provided. Participation in the electronic 
newsgroup discussion is required. AlI major assignments should be typed (double-spaced, font Times New 
Roman, 12 points) and properly formatted. Assignments will be graded for content, organization, format, 
and language use. The maximum number ofwords for each assignment is presented in Section 
Assignments. 
ALL ASSIGNMENTS MUST BE HANDED IN ON THE DUE DATES lll• 
Late assignments will not be accepted and will receive a grade of zero (0). In individual cases, 
extensions may be granted under verifiable exceptional circurnstances (e. g. upon submission of a medical 
certificate, etc.). 
6. Evaluation 
Personal writing journals and participation 
in the electronic news group discussion 
General assignments* 
Mid-term assignment 
Final assignment 
(written report -- 40% 
oral presentation -- 10%) 
In-class lab practice/attendance 
50% 
10% 
15% 
15% 
10% 
100% 
* General assignments include aIl minor written and oral assignments throughout the term. 
NOTE: 
Failure to complete aIl course requirements will result in a final grade of "F" (Fail). Since there is no Final 
Examination, students retain only the normal options available for appeal according to the current 
regulations as outlined in the university calendar. 
AlI assignments, IF NOT SPECIFIED OTHERWISE, must be done individually. Under no circurnstances 
should you copy the work of another student. Any student who submits substantially the same piece of 
work as that of another student or from any other source IS PLAGIARIZING. This is an instructional 
offense. 
AlI written assignments, IF NOT SPECIFIED OTHERWISE, must be submitted along with aIl the drafts 
and comment forms. 
Tentative course calendar and assignment schedule are attached. 
Tentative course calendar 
Week 1 (January 4 - 10) 
Introduction into Engineering Writing Homework: 
Video "Writing in Engineering" - choice of an engineering course as a topic for journals 
posted to the newsgroup; 
- ex. 4, p. 10 
- summary based on ex. 1, p. 10 
Beer & McMurrey, Chapter 1 Beer & McMurrey, ch. 1; ch. 3 
Week 2 (Jan. 11-17) 
110 NOTE: Students whose fIfSt language is not English MUST satisfy English language requirements 
BEFORE they register in [ECC]. 
III See section Assignments. 
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Audience in Engineering Writing Business letters 
Writing Process in Engineering Beer & McMurrey, ch. 4 
Guidelines for revisions and editing 
Beer & McMurrey, ch. 3; ch. 4, pp. 73 - 78 
Beer & McMurrey, ch. 2 Submission of ex. 1, 4, p.1 0 
Week 3 (Jan. 18 - 24) 
Lab reports Memos 
ch. 4 
Submission of the 1etter 
Beer & McMurrey ch. 2, p.17 - 33; ch. 3 
Week4 (Jan. 25 - 31) 
Engineering ProposaIs Lab reports 
Beer & McMurrey, ch. 5, pp. 109 -113 Instructions 
Week 5 (Feb. 1 -7) 
Library search ProposaI for the fInal report; 
Abstracts First draft -- in class 
Beer & McMurrey, ch. 6, pp. 130 Library search (fmd an article; bring it to the lab) 
Week 6 (Feb. 8 -14) 
Oral presentations Submission of the proposaI 
Abstracts 
Homework: 
Abstract to an article: written document and oral 
Beer & McMurrey, ch. 8 presentation 
Week 7 (Feb. 15 - 21) 
Abstracts: oral presentations and submission 
Progress reports Homework: work on the fInal project; 
Beer & McMurrey, ch. 5 prepare for the progress report 
Week 8 (Feb. 22 - 28) Winter Break 
Week 9 (March 1 -7) 
Engineering Reports 1 Progress reports: frrst drafts in class 
Beer & McMurrey, ch. 6 
Week 10 (March 8 -14) 
Midterm assignment: 
Engineering Reports II Progress reports: 
oral presentations and submission 
Beer & McMurrt:y, ch. 6 Final cop~ should be submitted along with aU drafts 
Week Il (March 15 - 21) 
Resumes, job applications, coyer letters First draft offmal report; 
Beer & McMurrey, ch. 9 peer discussion 
Week 12 (March 22 - 28) 
International communications Oral presentations of fInal reports 
Week 13 (March 29 - April 4) 
Individual consultations on the fmal report Oral presentations of fInal reports 
April 5 - 9 Review Week 
April 9: Submission of Final Assignment 
(Report along with aH the drafts and comment forms) 
Assignments 
Week# Assignments Dates of submission 
Everyweek Writtenjoumal entries One entry per week (at least 10 entries and 20 
comments over the tenn) 
Weekly submission 
Topics discussed in labs 
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2 Beer & McMurrey, Submission in lab 
Chapter 1, Ex. 1, p.l0 Jan. 11-17 
Write a summary based on the 
interview; attached the original 
interview 
150 words max. 
Chapter 1, Ex. 4, p.l0 
100 words max. 
2/3 Letter to Instructor 
First draft in class (Jan. 11 -17) 
Final copy Submission in lab, Jan. 18 -24 
150 words max. 
5/6 ProposaI for the [mal report 
First draft in class (Feb. 1-7); 
on the news group -- peer discussion 
Submission in lab., Feb. 8 - 14 
Final copy 
250 words max. 
6/7 Abstract 
First draft in class, Feb. 8-14 
Oral presentation and submission in lab, Feb. 
150 words max. 15 -21 
9/10 Midterm assignment: 
Progress report 
First draft in class, March 1 -7 
peer discussion and revision in lab 
Final copy Submission and oral presentation in lab, 
250 words max. March 8-14 
11-13 Final Report 
First draft in class, March 15 -21; peer discussion 
Oral presentations Due date April 9 
Final copy (Final assignment) 
12 500 words max. 
(ritle page, table of contents, 
bibliography and appendices not 
included) 
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1. Course Description 
This Communication Skills for Engineering Students course is designed to develop students' competence in 
written and oral communications in Engineering. The course focuses on the written documents produced in 
response to the context of the Engineering curriculum or issues related to it. Students will undertake 
realistic contextualized tasks and apply appropriate language and formatting to them, with the aim of 
developing communication skills necessary to meet the academic and entry-Ievel professional requirements 
in Engineering. These skills inc1ude the ability to define and analyze a writing or speaking situation; the 
ability to develop a logical, c1ear response to that situation; and, finally, the ability to write or present orally 
a response which is comprehensible to and suitable for a specific audience in either the university or 
workplace setting. 
2. Course Organization 
There is one three-hour lab each week. Each lab is comprised of both theory and practice. Students will 
work individually and in groups to accomplish written and oral tasks. As much as possible, students will 
take the responsibility for selecting and organizing rnaterials relevant to Engineering courses they are 
currently enrolled in. 
3. Course Components and Assignments 
a) Written Assignments and Oral Presentations. 
Students will be required to produce engineering documents discussed in c1ass. Drafts ofwritten 
assignments l12 will be produced in c1ass. Final written products will be completed outside of c1ass timel\3. 
Sorne assignments will inc1ude a combination of a written document and an oral presentation. Students will 
be asked to read and comment on their c1assrnates' drafts and to respond to other students' written and oral 
presentations. Emphasis will be placed on group work as an essential characteristic of professional 
communications in Engineering. It is expected that each member of a group will participate in group oral 
presentations. However, each member of a group is required to submit a separate written product, unless 
specified otherwise. IDENTICALWRITTEN ASSIGNMENTS WILL NOT BE ACCEPTED. 
b) Participation in the Electronic Newsgroup 
The news group allows students to practice writing related to Engineering and provides an open forum for 
discussion. As weIl, the newsgroup functions as a logbook which is an integral part of engineering practice. 
Students MUST have access to CHAT to be able to participate in the course newsgroup. 
As a minimum requirement, each student must post six (6) acceptable original entries and twelve (12) 
acceptable responses to other students' postings over the term. Students have twelve weeks to meet this 
requirement. These postings MUST be spread evenly over the twelve-week period. Under normal 
circumstances, a student MA Y NOT post more than ONE original entry in a week. If a student wishes to 
post more than one entry in a given week, that entry must begin with an explanation of the exceptional 
circumstances leading to the second posting. 
The newsgroup entries will be monitored by the instructor and the TA on a regular basis. They will be 
graded for completion and content, not for correctness of English language use. 
4. Texts 
Required: 
D. Beer and D. McMurrey, A guide to writing as an engineer, New York: Wiley, 1997. 
Recommended: 
D. Hacker, A Canadian writer's reference, Scarborough, Ontario: Nelson Canada, 1991 (or any other 
available edition). 
5. General Information 
112See Tentative Course Calendar 
l\3See Tentative Course Calendar 
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a) Attendance: students are required to attend ALL classes. Absences must be supported by appropriate 
documentation (e. g. medical certificate). If a student misses a class, the responsibility for work assigned is 
his/hers; no make-up sessions will be provided. 
b) Format Requirements for Assignments: AIl assignments, unless specified otherwise, should be typed 
(double-spaced, font Times New Roman or Times, 12 points) and properly formatted. Assignments 
will be graded for content, organization, format, and language use. If format requirements are not met, the 
assignment must be resubmitted and 3 % of the total possible grade for that assignment will be deducted. 
The maximum number of words for each assignment is presented in the Tentative Course Calendar. 
c) Submission Reguirements for Assignments: ALL ASSIGNMENTS MUST BE HANDED IN ON THE 
DUE DATES1l4• In individual cases, extensions may be granted under verifiable exceptional 
circumstances (e. g. upon submission of a medical certificate, etc.). Otherwise, the assignment will receive 
a grade ofzero (0). Ail written assignments must be submitted along with ail drafts and comments. 
dl Plagiarism: AlI assignments, if not specified otherwise, must be done individually. Under no 
circumstances should you copy the work of another student. Any student who submits substantially the 
same piece of work as that of another student, or from any other source, is plagiarizing. This is an 
instructional offense 11 5 . 
el Students with a Disability: Students with a disability who require academic accommodations should feel 
free to come and discuss this matter with the instructor. Students must also contact the Paul Menton Centre 
to complete the required forms no later than November 6th• 
o Prerequisite Requirement for [BCC]: Students whose fIfst language is not English must satisfy the 
University's English language requirements before they register in [ECC]. 
6. Evaluation 
al Newsgroup 
Six (6) acceptable original entries and twelve (12) acceptable responses constitute the minimum 
requirement for the newsgroup component. If this requirement is met, the weight attributed to the 
remaining components of the course will be 100%. Failure to meet this requirement means that the 
remaining components of the course will be graded out of 75%. If a student exceeds this requirement 
by producing more than the minimum number of acceptable original entries/responses, the student 
will be awarded a bonus of 1 %. 
bl Attendance: 
Failure to attend aIl classes will result in the loss of 5% of the fmal grade. Individual cases will be 
considered by the instructor and must be supported by appropriate documentation. 
c) Grading Scheme: 
Newsgroup 
requirements met 
General assignments 25% 
Mid-term assignment 15% 
(written report ............ l0% ....................................... 7.5%) 
(oral presentation ......... 5% ...................................... .3.75%) 
Final assignment 60% 
114See Tentative Course Calendar 
115See University Calendar 
Newsgroup 
requirements not met 
45% 
18.75% 
11.25% 
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(written report ........... .45% ...................................... .33.75%) 
(oral presentation ........ 15% ....................................... 11.25%) 
100% 75% 
NOTE: 
Since there is no Final Exarnination, students retain only the nonnal options available for appeal according 
to the current regulations as outIined in the university calendar. 
Tentative course calendar 
Notes 
1. In addition to the homework identified below, you must post six (6) original acceptable entries 
and twelve (12) acceptable responses to meet the minimum requirements for the newsgroup. 
2. You must submit ail drafts and feedback with final copies of assignments. 
Homework 
Week 1 (Thursday, Sept. 10 - Wed., Sept. 16) 
1. Introduction to Engineering Writing • Choice of an engineering course as a topic 
2. Video "Writing in Engineering" for journals posted to the news group; 
3. Course outIine Beer & McMurrey, ch. 1 
4. Initial profile 
5. Test 
Week 2 (Sept. 17 -23) 
1. Audience in Engineering Writing • Letter to Instructor 
2. Communication model DueWeek3 
3. Writing Process in Engineering 125 words max 
4. Memos (lect) 
5. Business letters Beer & McMurrey, ch. 2, ch. 4 
Week 3 (Sept. 24 -30) 
1. Résumés • Submission of the letter to instructor 
2. Job applications 
3. Cover letters Beer & McMurrey, ch. 9 
4. Draft résumés 
Week 4 (Oct. 1 -7) 
1. Engineering ProposaIs Draft of the proposai for the fmal report 
2. Individual consultationslBrainstormldraft Final copy due week 6; 300 words max. 
Beer & McMurrey, ch. 5,jJ!>. 109 -113 
Week 5 (Oct. 8 -14 (9-12 Holidays») 
1. Critique of sample proposais • W ork on the fmal copy of the proposai for 
2. Lab reports the fmal report 
3. Instructions Beer & McMurrey, ch. 5, p.98 -101; ch. 6, p. 149-
4. Point form 153 
5. Referencing 
Week 6 (Oct. 15 - 21) 
1. Abstracts • Submission of the proposai 
2. Library search • Library search (fmd an article; bring it to 
3. Oral presentations the lab) 
• Writing abstract in groups 
130 words max. 
• Preparing for the oral presentation 
Beer & McMurrey, ch. 6, pp. 130, ch. 8 
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Week 7 (Oct. 22-28) 
1. Abstracts: oral presentations • Submission of abstracts 
2. Progress reports • Draft of the progress report 
Final copy due week 9 
300 words max. 
Beer & McMurrey, ch. 5 
Week 8 (Oct. 29 - Nov. 4) 
1. Critique of sample progress reports • Preparing fmal copy and oral presentations 
2. Engineering Reports 1 for progress reports (Midterm assignment) 
Beer & McMurrey, ch. 6 
Week 9 (Nov. 5 - Il) 
1. Engineering reports II • W orking on the fmal report 
2. Progress report presentations Final copy due 
3. Submission of the fmal copy of the progress report December 7 
1,700 words max. 
Beer & McMurrey, ch. 6 
Week 10 (Nov. 12 - 18) 
1. International communications • Preparing for oral presentation of 
2. Critique oftaped oral presentations fmal report and work on fmal report 
3. First draft offmal report - peer feedback 
Week 11 (Nov. 19 -25) 
Oral presentations of fmal reports • Preparing for oral presentation of 
fmal report and work on fmal report 
Week 12 (Nov. 26 - Dec.2) 
Oral presentations of fmal reports • Completing fmal report 
December 3, 4 
Consultations on Final report 
December 7 
Submission of Final Assignment 
(Report along with ail the drafts and comments) 
288 
Winter 1999 
1. Course Description 
This Conununication Skills for Engineering Students course is designed to develop students' competence in 
written and oral conununications in Engineering. The course focuses on the written documents produced in 
response to the context of the Engineering curriculum or issues related to it. Students will undertake 
realistic contextualized tasks and apply appropriate language and formatting to them, with the airn of 
developing conununication skills necessary to meet the academic and entry-Ievel professional requirements 
in Engineering. These skills include the ability to defme and analyze a writing or speaking situation; the 
ability to develop a logical, clear response to that situation; and, fmally, the ability to write or present orally 
a response which is comprehensible to and suitable for a specific audience in either the university or 
workplace setting. 
2. Course Organization 
There is one three-hour class each week. Each class is comprised of both theory and practice. Students will 
work individually and in groups to accomplish written and oral tasks. As much as possible, students will 
take the responsibility for selecting and organizing rnaterials relevant to Engineering courses they are 
currently enrolled in. 
3. Course Components and Assignments 
al Written Assignments and Oral Presentations. 
Students will be required to produce engineering documents discussed in class. Drafts of written 
assignments 116 will be produced in class or assigned as homework. Drafts assigned for homework must be 
brought to class for peer discussion. Final written products will be completed outside of class time l17. 
Sorne assignments will include a combination of a written document and an oral presentation. Students will 
be asked to read and conunent on their classrnates' drafts and to respond to oral presentations. Emphasis 
will be placed on group work as an essential characteristic of professional conununications in Engineering. 
It is expected that each member of a group will participate in group oral presentations. However, each 
member of a group is required to submit a separate written product, unless specified otherwise. 
IDENTICAL WRITTEN ASSIGNMENTS WILL NOT BE ACCEPTED. 
b) Participation in the Electronic Newsgroup 
The news group allows students to practice writing related to Engineering and provides an open forum for 
discussion. As well, the news group functions as a logbook which is an integral part of engineering practice. 
The ernphasis in this activity is on content and cornpletion. Students MUST have access to CHAT to be 
able to participate in the course newsgroup. 
Newsgroup requirements 
1. Six (6) acceptable journals and twelve (12) acceptable follow-ups, spread evenly over the term, 
constitute the minimum requirement. 
2. For all official postings the subject line must be in the following format: 
course code/three initiaIs/journal number/title (optional) 
Example: 91.166/SLLlJ1/C++ Rocks 
For all other postings students must use the following subject line format: 
EXTRA/title of your choice 
Example: EXTRAlC++ Sucks 
3. The newsgroup entries will be monitored by the instructor and the TA on a regular basis. 
However, students are solely responsible for meeting the minimum news group requirement. It is 
the students' responsibility to rnaintain a record of all their postings. 
4. The last day for postings is April 9. 
5. Postings will be counted on April 10. 
116See Tentative Course Calendar 
117See Tentative Course Calendar 
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4. Text 
D. Beer and D. McMurrey, A guide to writing as an engineer, New York: Wiley, 1997. 
5. General Information 
a) Attendance: Students are required to attend ALL classes. Absences must be justified by appropriate 
documentation (e. g. medical certificate). If a student misses a class, the responsibility for work assigned is 
his/hers; no make-up sessions will be provided. 
b) Assignment Reguirements: 
1. All assignments, unless specified otherwise, should be typed in a 12 point font and double-
spaced. If these requirements are not met, 30% of the total percentage value of the 
assignment will be deducted. 
2. The maximum number ofwords for each assignment is presented in the Tentative Course 
Calendar. 
3. ALL ASSIGNMENTS MUST BE HANDED IN ON THE DUE DATES1l8• In individual cases, 
extensions may be granted under verifiable exceptional circumstances (e. g. upon submission of a 
medical certificate, etc.). Otherwise, the assignment will receive a grade ofzero (0). 
4. Ali written assignments must be submitted along with ail drafts and comments. If this 
requirement is not met, 30% of the total percentage value of the assignment will be 
deducted. 
c) Plagiarism: AU assignments, if not specified otherwise, must be done individually. Under no 
circumstances should you copy the work of another student. Any student who submits substantially the 
same piece of work as that of another student, or from any other source, is plagiarizing. This is an 
instructionaloffense1l9. 
d) Students with a Disabilitv: Students with a disability who require academic accommodations should feel 
free to come and discuss this matter with the instructor. Students must also contact the Paul Menton Centre 
to complete the required forms. 
e) Prereguisite Reguirement for [BCC]: Students whose fIfst language is not English must satisfy the 
University's English language requirements before they register in [ECC]. 
6. Evaluation 
a) Newsgroup 
Six (6) acceptable journals and twelve (12) acceptable follow-ups constitute the minimum 
requirement for the newsgroup component. If this requirement is met, the weight attributed to the 
remaining components of the course will be 100%. Failure to meet this requirement means that the 
remaining components of the course will be graded out of 75%. If a student exceeds this requirement 
by producing more than the minimum number of acceptable journal/follow-ups, the student may be 
awarded a bonus of 1 % at the discretion of the instructor. 
b) Attendance: 
Failure to attend all classes will result in the loss of5% of the fmal grade. Individual cases wiU be 
considered by the instructor and must be supported by appropriate documentation. 
c) Grading Scheme: 
AU assignments will be graded for content, organization, format, and language use. 
General assignments 30% 
118See Tentative Course Calendar 
119See University Calendar 
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(proposaI ........................... 15%) 
(abstract - oral .................... 5%) 
(abstract - written ............. 10%) 
Mid-term assignment 20% 
(progress report -- oral ........ 5%) 
(progress report -- written .. 15%) 
Final assignment 50% 
( fmal presentation .............. 15%) 
(completion report ............. 35%) 
100% 
NOTE: 
1. 25% will be deducted from the fmal grade if the newsgroup requirement is not met. 
2. Since there is no Final Examination, students retain only the normal options available for appeal 
according to the current regulations as outlined in the university calendar. 
Tentative course calendar 
Notes 
1. You must download and read Lecture notes from the [ECC] web site BEFORE each c1ass. 
You must bring the Lecture notes to c1ass. 
2. In addition to the homework identified below, you must post six (6) acceptable journals 
and twelve (12) acceptable follow-ups to meet the minimum requirements for the newsgroup. 
3. You must submit ail drafts and feedback with final copies of assignments. 
Classes Homework for next c1ass 
Week 1 (Jan. 4 - 8) 
1. Introduction to Engineering Writing • Choose an engineering course as a source for work in 
2. Video "Writing in Engineering" [ECC] 
3. Course outline • Write a draft letter to Instructor 
4. Initial profile Beer & McMurrey, ch. 1,2,4 
5. Test 
6. Instructor's letter 
Week 2 (Jan. 11 - 15) 
1. Audience in Engineering Writing • Write a fmal version of the Letter to Instructor 
2. Communication model Due Week3 (150 words max) 
3. Writing Process in Engineering • Read the article 
4. Memos 
• Bring your résumé 
5. Business letters 
6. Article on rhetoric Beer & McMurrey, ch. 9 
Week 3 (Jan. 18 - 22) 
1. Résumés 'Write a statement ofintent for the [ECC] project 
2. Job applications Beer & McMurrey, ch. 5, pp. 109 -113 
3. Cover letters 
4. Group discussion of résumés 
Submission of the letter to instructor 
Week 4 (Jan. 25 - 29) 
1. Engineering ProposaIs 'Draft the [ECC] project proposaI 
2. Critique of sample proposaIs Due Week 6 (275 words max.) 
3. Group discussion of the objective Beer & McMurrey, ch. 5, p.98 -101 
statements 
Week 5 (Feb. 1 - 5) 
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1. Lab reports o W rite ftnal version of the [ECC] proj ect proposaI 
2. Referencing 
3. Instructions (point fonn) Beer & McMurrey, ch. 6, p. 149 - 153, ch. 6, pp. 130, ch. 
4. Group discussion of draftproposals 8 
Week 6 (Feb. 8 -12) 
1. Abstracts oWrite abstract in groups 
2. Library search Due Week 7 050 words max.) 
3. Oral presentations • Prepare oral presentation of abstract 
Submission of the proposaI Beer & McMurrey, ch. 5 pp. 104 -109 
Week 7 (Feb. 15 - 19) 
1. Oral presentations of abstracts oDraft the progress report 
2. Progress reports Due week 10 (250 words max). 
Submission of abstracts Beer & McMurrey, ch. 6 
Week 8 (Feb. 22 - 26) - Winter Break 
Week 9 (Mar. 1 -5) 
1. Critique of sample progress reports oWrite ftnal version ofprogress report 
2. Group discussion of draft progress o Prepare oral presentation of progress report 
reports 
3. Engineering Reports 
Week 10 (Mar. 8 - 12) 
1. Progress report presentations oWork on completion report 
Submission of progress report Due April 9 (1,600 words max.) 
Week 11 (Mar. 15 - 19) 
1. International communications o Prepare ftnal oral presentation 
2. Critique oftaped oral presentations • W ork on completion report 
3. Group discussion of co~letion report 
Week 12 (Mar. 22 - 26) 
Final oral presentations o Prepare [mal oral presentation 
oWork on completion report 
Week 13 (Mar. 29 - Apr. 1) 
Final oral presentations 0 W ork on completion report 
Classes scheduled for Friday, April 2 will take place Monday, April 5 (same time, same place) 
Review week (Apr. 6 -9) 
Office hours for review of 
completion reports (Apr. 6 - 8) 
Apri19 
Completion Report 
Submission 
(along with ail the drafts 
and comments) 
Last day to complete 
newsgroup postings 
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Appendix H. Secondary Data 
Participants Preliminary In-class assignments Written documents produced after completion of ECC 
Assessment Letter to Abstract Proposai Progress Completion While at University Upon graduation 
instructor Report Report 
Bill 1 1 1 1 1 1/4th year Master's Persona! 4th year Company's 
project thesis website project website 
report website 
Moe 1 1 1 Co-op 2001 2003 Sorne text 
proposai business business onown 
competition competition company's 
proposai proposai website 
Rebecca 1 Professional 
Practice 
course essay 
Sami 1 1 1 1 1 Engineering 4th year white paper magazine Own 
Management report article company's 
course paper website 
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Appendix 1. Interview Questions 
Q 
Please try to be honest in your answers: 1 have no power over you any more: ) Please do not forget to read, sign and 
fax me the attached informed consent form as soon as you can.// 1. Tell me where you are now in your career.//-
What are you doing? What is expected from you?// 
Are any communications involved? Who are you communicating with? Is any writing involved? Who is the reader? 
How does writing fit in your current studies or work? 
Do you feel comfortable communicating in the current situation? Explain how and why. What makes you feel 
comfortable writinglcommunicating? Uncomfortable? 
What do you expect to be doing in the future? 
II. Ifyou need to write something related to you studies/work, how do you go about this task? Please provide a 
detailed answer. 
III. What are your memories of the [the ECC] course? What cornes to your mind frrst? Pleasant memories? 
Unpleasant memories? Did you fmd anything from [the ECC] useful for your studies/work? What is it? Are you 
using it? How? Are there things that you thought were important when you were emolled in the course that now you 
do not see as important? Are there things that you thought were unimportantlwaste oftime that you now think 
are/were important? 
IV. What skills/ knowledge/abilities do you think are important for a young engineer/professional to be successful? 
V. What would you tell (suggestladvise) a frrst-year student who has to take [the ECC]? 
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Appendix J. Questionnaire Response Trends 
# Yearofthe Participants Cultural capital Summary of common trends in questionnaire responses 
Engineering 
Relevant work Relevant Role oftechnical Changes in the Engineering Program and the ECC Program when 
experience oldtimers' content communication the ECCwas 
activity levels as Communication: Timing and Views of the ECC effects beyond the course before the influence competence in taken evident from the opportunities ECC communication 
responses Views of the Views of the Long-term Mediational What had been 
i 
amountof timing of the or short- artifacts & leamed in the ECC 
communication in ECCinthe term objects tumed that proved useful 
the Engineering Engineering into 
Program Program mediational 
means 
1 1 Jonathan No Yes Not addressed Evident (expresses a Significant Not addressed Long-tenn Course Communication 
more general and assignments strategies; comfort 
complex view of communicating; 
communication with document types; 
time) various modes· of 
communication 
2 1 Lynne No Yes Important (adds to No direct evidence Notenough Not addressed; Long-tenn No mention Issues inc1uded in 
confidence) (2003 possible elective professional 
response) communication; 
communication 
strategies; types & 
styles of 
communication 
3 1 Moe Yes No Not addressed Not evident (seems to Notenough Laterin the Short-tenn Textbook Electronic 
remain at the level of program communication; 
actions, mastering document types 
operations) 
4 1 Vic No No Important (responses Evident from the Never mentioned Not addressed; Long-tenn Textbook, final Course material & 
starting in 1999 and discussion of what possible elective report; course exercises; 
later) communication entails assignments; communication 
(more complex view course exercises strategies; ethics of 
of communication communication 
with years and with 
change in professional 
responsibilities; 
inc1udes ethics) 
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# Yearofthe Participants Cultural capital Summary of common trends in questionnaire responses 
Engineering 
Program when Relevant work Relevant Role oftechnical Changes in the Engineering Program and the ECC 
the ECC was experience oldtimers' content communication 
taken before the influence competence in activity levels as Communication: Timing and Views of the ECC effects beyond the course 
ECC communication evident from the opportunities 
responses 
Views of the Views of the Long-term Mediational What had been 
amountof timing of the or short- artifacts & leamed in the ECC 
communication in ECC in the term objects tumed that proved useful 
the Engineering Engineering into 
Program Program mediational 
means 
5 1.5 (repeating Rebecca No No Important (Initial Evident (with time is Notenough Laterin the Long-terrn Textbook Project-like 
sorne 1 st year Profile, September able to interpret at the program; names structure; 1 
courses) 1997 and then later level of activity) third year as the understanding of the 
in 2002, 2003) pivotai point bigpicture 
6 1 (dropped); 2 Aisha No Somewhat** Important as integral Evident (generalizes Notenough Not addressed Long-terrn Course Website Communication 
part ofprofessional toward other strategies; 
communication activities, such as fundarnental rules of 
(2003 & 2004 teaching and learning professional 
responses) languages) communication; 
document types; 
various modes of 
communication 
7 2 Sami Yes Yes Important Evident (with years Notenough Later in the Long-terrn Textbook; Course material & 
(throughout the and changes in prograrn course exercises; exercises; 
study) professionaI course website communication 
responsibilities) strategies 
8 4 Bill Yes Yes Important Evident from the Notenough Later in the Long-terrn No mention The course was a 
(throughout the beginning; develops program; third timely review; 
study) with tirne; is reflected year as the specifie help with 4tl 
upon pivotaI point year project; 
communication 
strategies 
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# Yearofthe 
Engineering 
Prograrn when 
the ECC was 
taken 
9 4 
10 4 
Comments 
Participants Cultural capital Sunnnary of common trends in questionnaire responses 
Relevant work Relevant Role oftechnical Changes in the Engineering Prograrn and the ECC 
experience oldtimers' content conununication 
before the influence competence in activity levels as Communication: Timing and Views of the ECC effects beyond the course 
evident from the ECC communication .. 
responses Viewsofthe Viewsofthe Long-terrn Mediational 
arnountof timing of the or short- artifacts & 
communication in ECC in the terrn objects tumed 
the Engineering Engineering into 
Prograrn Prograrn mediational 
rneans 
Daniel Yes Somewhat**" Not addressed Sorne indirect Never mentioned Not discussed Long-term Textbook 
evidence 
Walter No Somewhat**"* Important as part of Evident from the Significant Laterin the Long-term Final report 
any technical beginning; diversity program 
comunication (End- of WOIX experience 
of-term questionnain allows for the view at 
December 1998 and the activity beyond 
later) engineeringlacademia 
* By modes of communication 1 understand written, oral, visual, and electronic communication 
** Aisha's parents influenced her choice of academic career path but not her choice of engineering 
*** Daniel's father advised him to choose engineering as providing more opportunities than the environmental scientistlforest ranger's path 
**** Walter had various influences in terms of his eventual career choice, but not necessarily engineering. 
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What had been 
learned in the ECC 
that proved useful 
Specific help with 
4th year project; oral 
presentations 
Specific help with 
4th year project; 
general approach to 1 
communication; 
document types; 
various modes of 
communication 
Appendix K. Individual Narrative Summaries 
Note: the INS are presented in the alphabetical order. 
Aisha 
Aisha first registered in the ECC in the winter tenn of 1998, after having spent 
one year in the Science Faculty of another university and then having transferred to the 
Engineering Program at Carleton. In her 1998 Initial Profile, Aisha wrote that she hoped 
to improve her communication "through theory and implementation in order to gain 
confidence in presenting written & oral material to a critical audience." Aisha dropped 
the course after she had received a relatively low grade for her ECC project proposaI. She 
took the course again, a year later, in the winter 1999, and this time completed it 
successfully. At the end of the course, Aisha was enthusiastic about her learning 
experience and commented in the End-of-Tenn Questionnaire on sorne communication 
strategies that had been introduced and practised in the course: 
1 think the course material presented in this course is directly related to situations 
we will encounter in our professional careers. It gave us insight and we developed 
skills necessary to i) analyze non-technical situations; ii) work as a group/team 
w/peer interaction (03/1999). 
Ten months later, Aisha sent me an e-mail, in which she reflected on the effects of 
the ECC and demonstrated her growing awareness ofthe communication strategies 
introduced in the course: 
1 don't think many of us realized the importance ofthe material while taking the 
[ECC], but now 1 often refer back to what 1 learned .... Last summer 1 had a 
great opportunity to study [a foreign language] intensively ... for 3 months and 
now 1 teach my friends once a week. It's an experience teaching a language 
because one tends to use different approaches depending on the level of the 
student. Knowing what the audience knows is really important in figuring out 
how to address them at their leveL In all of these experiences, l'm discovering that 
1 really [benefited] from [the ECC] (26/0112000). 
Aisha's e-mail suggested that by that time, she was able to extend communication 
strategies learned in the ECC not only beyond the course itself, but also beyond the 
engineering profession. She was able to apply the concept of shared background 
298 
knowledge introduced and discussed in the Eee to teaching a language. Aisha continued 
to compare learning to communicate within a profession with foreign language learning 
in her other questionnaire responses and e-mail messages: 
in order to learn another language, you have to struggle with expression of ideas 
in that language and communicate them to others. Sometimes it is hard in the 
beginning but as one grows comfortable and learns more vocabulary, then it 
becomes easier. So in professional communication, there is a paralle1 between 
expressing technical ideas and expressing ideas in another language. (21/07/03) 
After having worked for sixteen months as an Industrial Experience Program 
(IEP)120 student for a high-tech company, Aisha received an offer for a full-time job from 
her lEP employer, and accepted it. She continued to work and study concurrently for 
sorne time, until the economic situation in the high-tech sector changed, and she was "let 
go" (EM, 27/10/02) by her company. 
Aisha repeatedly indicated that the Eee had been instrumental in introducing the 
importance of communication to her. She continued to refer to such communication 
strategies introduced and practised in the Eee as "abstracting the essential information 
for a particular context [and] presenting [it] in a c1ear, concise, understandable 
manner"(EM, 27/10/02) as necessary attributes of an engineering communicator. Aisha 
noted that the Eee had provided her with "fundamental mIes" (EM, 15/03/02) of 
professional communication and that one of the main strategies for successful 
communication is "to apply what was learned and tailor it to the audience being 
addressed" (EM, 15/03/02). In her questionnaire responses, she lamented the insufficient 
opportunities to develop oral professional communication abilities that the Engineering 
Program offered students: she named only the Eec and the fourth year project as courses 
that allowed for practice in oral presentations. 
Throughout the study, Aisha commented that the complexity of professional 
communication is directly linked to the complexity ofthe material that is being 
communicated. She observed that confidence is an important factor in professional 
communication and that without understanding the technical content of the message fully 
one cannot communicate it successfully. 
120 See Case Two, chapter 5 for a discussion of the lEP. 
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Aisha infonned me that her family played an important role in her choice of 
academic education. The family had encouraged her to pursue higher education, which 
she saw as significant, particularly because her parents and relatives, all ofwhom held 
university degrees, had come from "countries where the literacy rate is relatively low and 
university graduates are few" (EM, 23/07/03). She singled out her mother, whose 
professional knowledge and interest in mathematics and he1p she had provided to Aisha 
in secondary school allowed Aisha to develop her math skills and, later, to choose an 
engineering degree for her undergraduate education. 
After having obtained an undergraduate degree, Aisha started her Master' s in 
biomedical engineering. At the same time, she had accepted a full time position as an 
engineering patent examiner. As part of the interview for this position, Aisha was asked 
to write an abstract for a patent application. She had turned to the ECC to help her pass 
the exam: Aisha had referred to the ECC website to refresh her memory of the strategies 
for writing abstracts. Currently, in the position of Patent Examiner, Aisha spends 
approximately 40% ofher time communicating results ofher work in the fonn ofreports 
and telephone conversations. She continues to work on her Mater' s thesis concurrently 
with her full-time job, which allows her to compare and contrast academic and workplace 
communication. 
Member check. Wow 1 fini shed reading it and it sounds great! 1 hadn't remembered all of 
the anecdotes, but 1 think it's very accurate. 1 really [don't] have any suggestions to add, 1 
think it's a great summary! (09/11/2004) 
Daniel 
Daniel took the ECC in the fall tenn of 1998, when he was already in the fourth 
year of the engineering program. He had had sorne prior engineering workplace 
experience: he had done sorne design work in Central America and had had to document 
it. Even though at the beginning he resented the fact that he was required to take the 
communication course in his last year of university, his view ofthe profession had 
already inc1uded communication as an integral part: when answering the question, "In 
your opinion, what are the most important skills for an engineer in the modem world?" in 
300 
his Initial Profile, Daniel wrote, "team work; independent thought; communication" 
(09/1998). Daniel combined his work in the ECC with his fourth year engineering 
project. He noted in the End-of-Term Questionnaire that the ECC had allowed him to 
focus his engineering topic better (29/11/98). His attitude to the communication course 
changed significantly over the term: at the end of the course, he wrote, "1 now realize that 
in fact, 1 leamt and gained more than 1 expected out of the course" (26/11/98). Later, 
Daniel noted that a higher level course on engineering communication would be an asset 
for the engineering pro gram and that he would like to take such a course even after 
having graduated from university. 
Five and a halfyears after finishing the ECC, Daniel observed in an e-mail that as 
soon as he had realized that what "students were doing in the [ECC] ... [was] ... what 
one must provide as a 'deliverable' in the 'real world'" (26/04/04), his view of the course 
usefulness changed dramatically. He commented, 
it is the context of the course that provides success .... students ... [start to] 
appreciate how important the communications course is, much more so than say, 
thermodynamics ... (anyone can read and understand the laws of 
thermodynamics, however it is next to impossible to read and understand the laws 
of good communication .... this must be mentored and practiced, and not leamt). 
(26/04/04) 
While taking the ECC, Daniel was experiencing significant difficulties delivering 
formaI oral presentations to the c1ass. He received extensive feedback from me and his 
peers, detailing his problems, and suggestions on how to improve his presentations. His 
course presentations did improve over the term. About three months after finishing the 
ECC, Daniel sent me the following e-mail message: 
1 am just sending you this email to inform you of my fantastic news. With the 
help from your suggestions, my [fourth year project] presentation which 1 
performed to the faculty, has been nominated to compete in a provincial 
competition put on by PEO. 121 (27/03/99) 
121 PEO - Professional Engineers Ontario, Professional Engineers Ontario (PEO) is the licensing and 
regulating body for engineering in the province. See Case Three, chapter 5 for more details. 
301 
Later in his career, when Daniel came back to school to complete a Master's 
degree in engineering, he won a graduate student competition in oral presentations in his 
specialty, organized by two universities (EM, 18/01/04). He said that he had won the 
competition because he knew the presentation "inside and out" and understood and knew 
the content ofthe presentation very weIl. He commented in an e-mail that "a good 
presentation doesn't even need slides or visual aids" - what is crucial to the success is 
that "the presenter knows both their topic and the presentation weIl" (06/03/04). By 
winning this competition, Daniel had received "a tremendous boost in confidence" 
(06/03/04). According to him, he continues to be an outstanding presenter at aIl 
workplace meetings and functions (EM, 26/04/04). 
Daniel's career path took him to the Middle East after his graduation from the 
undergraduate engineering pro gram. He worked there for a year and discovered that 
"verbal communication, coupled with body language (which go hand in hand)" was 
extremely important for successful communication. His experience working overseas 
made him develop "a more refined ability to read someone's body language" (EM, 
24/11/2000) that served as an additional advantage in communicating with colleagues 
from other cultures. 
Upon his retum to Canada, Daniel worked as an engineering assistant for a year. 
While working in this position, Daniel observed that he had to deal with various types of 
written communication (reports, interoffice emails, requests for information, memos, and 
so on). In an e-mail, he noted that "all ofthese forms of communication were expected, 
and 1 feel that throughout the past few years, 1 am able to take the skills that 1 have gained 
and apply them to this new job" (24/11/2000). Daniel commented that the workplace 
environment was conducive to learning and that it was easy to access various source of 
information at work: 
When 1 have a problem, or become stuck with something, there are a whole host 
of resources available to me; these inc1ude the volumes of literature available on 
and offline, as weIl as numerous engineers, scientists and support stuffthat are 
more than willing to help. (24/1112000) 
After a year that he had spent in that workplace, Daniel retumed to school to 
study for his Master's degree. After having fini shed graduate school, he continued to 
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work for the same company but in a higher engineering position. Daniel communicated to 
me that the main difference in communication he observed at university and in the 
workplace was the diversity in the forms of communication at work, with workplace 
communication including informaI and formaI conversations with colleagues at different 
levels in addition to memos, e-mails, minutes, formaI reports, and so on. He also noted 
that there was more collaboration in the workplace and that one's writing would go 
through "more hands" (EM, 08/05/02) at work and, thus, more feedback would be 
obtained. Throughout the duration ofthis study, Daniel repeatedly mentioned that the 
main source for the improvement of one's communication abilities is practice 
accompanied with critical feedback (EM, 06/03/02). As an illustration, he would always 
mention the feedback he had received in the ECC, which he found so crucial for the 
development ofhis public speaking abilities. 
Daniel would comment that workplace learning was a logical continuation of 
schoollearning: he repeatedly stated that school had provided him with tools that might 
be useful at work, and workplace environment had provided his with hands-on 
experiences and a more practical understanding ofvarious situations. In his interpretation 
ofworkplace situations that required communication, Daniel used approaches introduced 
and practised in the ECC: to determine what type of communication (i.e., what genre) 
was suitable, he would examine 
target audience; purpose of communication; e.g. if a boss requires the information 
for hislher personal use, then most likely a clear and concise memo would suffice. 
Should the written communication be used to provide a report to various 
stakeholders, a more appropriate document might be a progress or quarterly report 
... that meets certain expectations for the reader(s). Depending on the goal ofthe 
communication, the type of document that is required will vary. (EM, 15/10/02) 
Recently, with departure ofhis boss, Daniel's responsibilities have extended. In his 
CUITent position as a level A proj ect engineer, he spends 75-100% of his time 
communicating, with 90% of that time spent on written communication. He has recently 
e-mailed me to say: "My CUITent supervisor, and the big boss have both recently 
commented on how good my writing skills are" (13/0512005). 
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Member check. To be honest, 1 thought 1 would have sorne comments and feedback (I 
know, 1 do like to talk ... ), however 1 think you have done a really goodjob describing 
how my attitudes towards communication have shifted from being [an] important tool to 
being the most important tool at [anyone's] disposaI. 1 am also starting to realize [that] 
oral communication, one on one, can be the most important forms of communication. For 
example - in am to go to a facility to complete an inspection, and 1 am going to that 
facilityas a representative of a "buyer", or someone who wishes to purchase an operation 
of sorne nature, then the person that 1 will be speaking [to] when 1 go to my inspection is 
not my client (the buyer) rather, the seller. In this scenario, the seller may be hostile or 
may not wish to disclose aIl oftheir "behind the scenes" operations. These situations can 
be approached in two ways - my way is to ensure the hostile individual to knows that 
they are still in control and in fact, doing me a favour. When people believe that they are 
in power - have their finger on the button so to speak - they are more prone to disclose 
information and be more open. Anyway, just another form of communication that is 
becoming apparent to me as crucial ... (07/11/2004) 
Jonathan 
Jonathan took the ECC in the winter term of 1999. It was his first term of study at 
a Canadian university - he had only recently arrived from Central Europe where he had 
had moved from his home country and had another career. Consequently, the ECC was 
one ofthe first courses he took after having joined the Engineering Program at Carleton. 
From the first day, Jonathan had demonstrated a mature attitude to engineering 
communication. He stated in the Initial Profile that he was hoping that the course would 
help him in improving his English, as it was his second language. At the end of the term, 
he somewhat vaguely wrote, "this course focuses on the essential communication skills 1 
need to have as a student and as a professional when 1 graduate from university. [These] 
skills are very important and hard to leam without a course like this one" (Q, 23/03/99). 
Later, in his responses Jonathan demonstrated concern about the improvement of 
his communication abilities and reflected on their development. He repeatedly stressed 
that he felt comfortable communicating in various modes122 and that his comfort in 
122 By modes of communication 1 understand written, oral, visual, and electronic communication. 
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communication had its roots in the ECC. He observed that electronic communication 
constituted a bulk ofboth school and workplace communication and noted that the ECC 
had introduced him to electronic communication in the form ofthe news group and e-
mail. Jonathan commented that the ECC had allowed him to acquire various useful 
communication strategies, such as avoiding ambiguity and redundancy; trying to learn 
about his audience; ensuring the flow of information and appropriate tone, and so on 
(17/03/02 & 02/02/03), and repeatedly referred to course assignments and document 
types introduced in the ECC as useful for his other engineering courses and at work. 
Sorne three and a halfyears after having completed the ECC, Jonathan noted, 
most people (including engineers) who succeed in life easily are those with 
excellent communication skills. 1 always assumed that if an engineer is good on 
the technical side ofhis profession that was enough. But in reallife that is not the 
case and it has to be complemented with good communication skills. (EM, 
31/10/02) 
Jonathan mentioned his uncle as a primary influence on his career choice: 
1 think my uncle who was a Civil Engineer back home123 when 1 was in a high 
school influenced my career decisions. He was around nine years older that me 
and he liked his job [and] had a wonderfullife as an Engineer and 1 saw that as a 
secondary school student and 1 wanted to be like him (EM, 28/07/03). 
Upon graduation, Jonathan for sorne time worked as a technical support engineer where 
he was spending about 50% ofhis time communicating with clients over the phone and 
20% documenting the problems reported and procedures used to resolve the reported 
issues (07/03/04). He has recently been hired for an engineering job in Research and 
Deve10pment that is directly related to the topic ofhis fourth year engineering project. 
Member check. 1 read the summary and it perfectly reflects my view ofECC. 1 only see 
sorne mistakes in ... the paragraph where it is mentioned about my career decisions and 1 
may have written it that way. But [i]fyou can correct as follows: The sentence "He was 
around nine years older that me and he liked his job had a wonderfullife as an Engineer 
and 1 saw that as a secondary school student and 1 wanted to be like him" should be "He 
123 In bis country of origin, before he had moved to Central Europe. 
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was around nine years older than me and he liked his job. He had a wonderfullife as an 
Engineer. 1 saw that as a secondary school student and 1 wanted to be like him." Other 
than that, it is accurate. Thank you ... (05111/ 2004) 
Lynne 
Lynne took the ECC in the winter term of 1998. She had entered the university 
right after having graduated from high school and had not had any workplace experience 
by the time she enrolled in the ECC. In her Initial Profile, Lynne wrote that she expected 
to further her "knowledge of proper formats of communication media; understand writing 
process for engineering" (01/1998). Lynne had a positive disposition toward written 
communication when she joined the course and, consequently, commented that she had 
enjoyed most ofits components. At the end of the course, she responded positively if 
somewhat vaguely: "now 1 have a lot more information about technical writing and 1 feel 
1 have improved a lot" (Q, 19/03/98). In a year and a half, after her first co-op work term, 
Lynne became more specific and commented that she had used what she had leamed in 
the ECC when writing her term report for co-op and in writing formallaboratory reports 
for engineering courses (EM, 22/11/99). Later in the study, Lynne noted that the amount 
of communication had significantly increased in the fourth year in connection with the 
fourth year engineering project. She subsequently observed that in addition to the fourth 
year project, the ECC, and the Professional Practice courses had been the ones that had 
allowed her to develop communication strategies and focus on issues ''which we should 
consider in communicating with" colleagues (EM, 12/03/02). Lynne's father, who 
worked at a large company, seemed to have played a role in orienting Lynne towards an 
engineering job and the industry (25/07/03). 
Once in the workplace, Lynne commented that the amount of communication 
there was much larger than it had been at university, and that types of communication 
were more diverse. She found that the types of and expectations for workplace 
communication were sometimes similar to the fourth year project, but that informaI types 
of communication (such as "quick informaI update/status emails" [EM, 12/03/02]) 
prevailed over more formaI types of communication. Later in the study, Lynne started to 
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stress that her ability to communicate successfully was inextricably linked to her 
confidence in the content of communication (EM, 12/03/02). 
Lynne has moved through a few positions at her company and is now working as 
a manager. She states that she spends about 90% ofher time communicating on the job. 
Member check. It was interesting to reflect back on the past few years while reading your 
summary! The content was indeed conveyed factually - please let me know ifyou 
require any further information. (07/11/2004) 
Vic 
Vic took the ECC in the fall 1997, the first term the course was offered. It was 
Vic's first term at University as weIl. He chose the engineering program acting upon a 
religious advice from an eIder. In his Initial Profile, Vic wrote that he hoped to leam in 
the ECC "how to express my ideas c1early and briefly" (09/1997). At the end ofthe 
course, responding to the question, "Have you leamed any useful communication 
strategies in [the ECC]? Ifyes, please describe them," Vic somewhat vaguely responded, 
"1) How to write different forms of letters to accomplish different tasks. 2) How to write 
c1ear, concise forms ofwriting" (12/1997). In about a year after the ECC completion, in 
response to the question "Did [the ECC] help you in your engineering course work? 
Please explain," Vic was able to provide a much more specific response: 
In fact it has. Within the last couple ofweeks 1 have been constantly reviewing 
the [ECC] material as 1 was writing a formaI Engineering report for the 
thermodynamics course 1 am currently taking. Having the formaI [completion 
report] 1 wrote for [the ECC] as a reference really saved me a lot oftime. 
(10/12/98) 
With time, Vic's responses to the questionnaires became more and more specific: 
he would report on particular course assignments from engineering courses that had been 
aided by his use of the ECC materials (course exercises, particularly, the Lego 
exercise,124 project documents, completion report, textbook, and so on). In 2001, Vic took 
124 See Case One, chapter 5 for a discussion of the Lego exercise. 
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a test to be admitted into the Industrial Experience Program (IEP).125 He noted that 
memo writing strategies introduced and practised in the ECC had he1ped him to pass the 
test: he wrote, "1 didn't realize before hand that this was part of the deal and man let me 
tell you the only [thing] 1 thought about for the next 15 minutes was [the ECC]" 
(23/02/01). Vic was accepted into the pro gram and had the opportunity to work for 
sixteen months as part ofhis lEP placement. During these sixteen months, Vic was 
spending approximately 25% ofhis time communicating (EM, 23/02/01). 
While on the lEP placement, Vic observed that even though he had not viewed 
anything in the ECC important when taking it, 
the number of times 1 use the information is incredible .... 1 can now look back 
and say [the ECC] ... was definitely usefuL 1 not only use the [textbook] but 1 
have pulled out that final [project] report more times that 1 care to remember to 
construct new reports. The course did force me to do a lot more writing than 1 
was accustomed to which [no doubt] improved my writing style. Quite 
commonly 1 review other peoples reports and when 1 pick something out 1 usually 
always think, "Hey, 1 learnt that in [the ECC]" (EM, 23/02/01). 
He repeatedly referred to course exercises, project documents, assignments and the 
course textbook as reference materials useful both for engineering courses at school and 
for work. Another recurrent comment that Vic started to provide once he had obtained 
sorne engineering-related workplace experience was that knowledge of and comfort with 
the technicai content of communication is always essential for the success of the 
communication. 
For a duration oftime, Vic was only willing to recognize formaI documents and 
business correspondence as ''written communication," claiming that forms, time sheets 
and so on couid not be treated as "written documents." Upon graduation from university, 
Vic was unable to find an engineering job and worked at a technician at an engineering 
company. He was not very happy about this job, and commented that the only document 
he was expected to write at that job was a time sheet. However, Iater he reflected on this 
document and concluded that it was not as unimportant as it had seemed at the beginning: 
125 See Case Two, chapter 5 for discussion of the lEP. 
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After reflecting on the time sheet 1 have come to realize that a lot of information 
is passed on in that one paper and if not done correctly can have an impact on the 
company books. For instance 1 have to be sure 1 charge my hours to the correct 
project or it will seem as though we made more or less than actual on that project. 
Due to a recent even[ t] at work 1 am also aware of just how important it is on that 
time sheet to li st out what we did to the [devices] as it can have legal importance 
down the road. 1 would have to say with this recent reflection that my view on 
communication has changed in that now 1 look at all written communication as 
having sorne importance and not just a trivial thing. In the future 1 will be putting 
more focus into what 1 write even ifit is "just a time sheet." (EM, 02/02/03) 
Vic also commented on a long-term effect of an episode in his ECC project 
presentation when he made a statement commenting on the performance of non-native 
English speaking teaching assistants in one ofhis engineering classes. This comment 
initiated a discussion about the types of comments that may be interpreted as derogatory 
and about ethics in professional communication. Vic remembered this episode and 
returned to it again and again, stressing communication ethics as crucial for successful 
workplace communication. 
With his promotion to a higher level of the technician's position, the amount of 
communication Vic was involved in increased dramatically: he was now communicating 
about 50% ofhis time. He was happy about the new responsibilities and immediately 
came up with an initiative: he had discovered that the technical facility he had become 
responsible for had not had any detailed documentation and decided "to bring this 
problem under control" (EM, 05/03/04). 
Sorne time ago, Vic was promoted to an engineering position that involves even 
more extensive written and oral communication. He has continued to inform me 
whenever he uses the ECC textbook, which he still consults every time he needs to write 
a workplace document, even a memo. On March 8, 2005, he e-mailed me saying, "1 
pulled out the course text book just now to assist in doing up a technical memo. This 
book is getting a lot ofuse from me anyway," and as recently as May 13, 2005, he wrote, 
"1 still keep my [ECC textbook] in my office at all times and refer to it from time to 
time." 
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Member check. Looks good. To be honest a lot of the stuffI don't remember that well 
anymore, at least not in great detail. 1 do not believe anything is inaccurate though. Let 
me know ifyou need anything further from me. (04/11/2004) 
Walter 
Walter took the ECC in the fall of 1998, when he was already in his fourth year. 
In his Initial Profile, Walter expressed concem about his writing, "especially structure" 
(09/1998). At the end of the course, Walter had a very positive attitude to it. He saw the 
course as useful for and applicable to his other courses: "so many courses require written 
deliverables, but very often only the required content is explained. This course allowed 
me to leam the techniques required to properly express that content" (Q, 26/11/98). Later, 
Walter noted that, because he had taken the ECC concurrently with his fourth year 
project, he had been able to experience the benefits of the communication course 
immediate1y: "Since 1 was in my fourth year for [the ECC], all aspects ofmy fourth year 
project were greatly affected by skills gained in the course" (EM, 21/12/99). 
Walter repeatedly noted that university had not offered him and his fellow 
students many opportunities to communicate within their discipline: he observed that 
during all four years of university, he had done only two oral presentations in addition to 
his work in the ECC. He also commented that the little writing he had done for 
engineering courses was always directed towards an engineering reader and, thus, "there 
was very little effort made in those reports to educate someone or to justify my work 
(with the exception ofmy fourth year project report)" (EM, 14/07/02). Another 
observation made by Walter was that prior to the fourth year, most of students' work had 
been done individually with little communication involved. The amount of 
communication had significantly increased in the fourth year when students had to 
prepare a few oral presentations and write extensive documentation for the fourth year 
engineering project (such as proposaI, progress reports and a detailed project report). 
Walter suggested that the ECC should be paired with the fourth year engineering project 
to provide support to students involved in communicating their engineering work both in 
the written form and orally and to allow students to exercise communication strategies 
introduced and practised in the ECC. He thought that another communication course 
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could be offered at a lower level to "concentrate on lab reports, resumes and letter 
writing" (21/12/99). 
After having graduated from university, Walter accepted position of a project 
manager in the department oftechnology education services at a museum. He later 
explained that even though he had always enjoyed engineering, he had been more 
interested in a leadership position in education in a field related to engineering. His 
previous experiences as a tour guide and an officer in a military youth organization had 
given him a taste for suchjobs. The position at the museum allowed Walter to practice 
his leadership skills right after graduation, the "opportunity [that] could not have been 
available in an entry level engineering job" (EM, 29/07/03). Walter's responsibilities 
inc1uded the development of educational programs and training of staff in delivering 
these programs. 
Walter would comment again and again how complex his job was 
communication-wise. The type of communication he became involved in the workplace 
differed from communication he had experienced at school in that Walter' s audience now 
was "the general public, not a knowledgeable group of engineering students or 
prof essors" (EM, 14/07/02) This difference made him practise audience analysis more 
carefully: "1 must consider the use of technical terms and 1 must always be analyzing the 
level of understanding of my audience. 1 must be cautious in the assumptions 1 make of 
my audience" (14/07/02). Later, Walter noted that he continued to use purpose and 
audience analysis whenever he was setting out to produce a written document: 
The main factor in my opinion is my audience's background and role in reading 
my document. Is my audience internaI or external? Educated in engineering or 
nontechnical? Beyond that, 1 would consider whether my document is simply 
stating information or if it is argumentative, such as when 1 am asked to justify 
new programs or expenses. 1 find in the latter cases that 1 tend to break things 
down into very simplistic and understandable segments so as to keep the reader 
on track, much like 1 would in a verbal presentation. (EM, 15/11/02) 
Walter would add that the ECC had aided him in perfecting his written 
communication. What he found most useful in the communication course was "the 
matter-of-factness of engineering communication. This is helpful in the real world when 
311 
work needs to be done and when we can do without the 'extras'. For example, when 1 
send emails 1 try to limit any confusing 'extra' information" (EM, 14/07/02). He noted 
that the workplace provided him with new opportunities to improve his communication 
abilities: first, Walter said that by attending meetings and observing people who 
possessed a range of communication abilities he had leamt to recognize what 
communication strategies were successful, and second, the opportunity to supervise 
others allowed him to gain "a great appreciation for the ability to c1early explain a task or 
to provide instructions to someone" (EM, 14/07/02). 
Walter lamented the fact that he had to work in the absence of a role model, a 
supervisor whose example he could follow. He observed that as a result, he did not have 
the confidence in his skills, as his activities at work had never been monitored and little 
feedback had been provided to him. Walter noted that feedback was essential for his 
development as a communicator. Apparently, this frustration had caused Walter to leave 
his position at the museum and start a new job as a coordinator of educational programs 
at the municipallevel. The new job requires a large amount of formai communication, up 
to 85% ofWalter's time, not accounting for informaI conversations with co-workers. Out 
ofthis 85%, Walter spends 80% ofhis time researching and writing detailed proposaIs 
and other documentation and 20% communicating orally. It appears that at the new job, 
Walter has found a role model in his supervisor: he says, "my contact thus far with my 
supervisor leaves me with a firm belief that 1 will have an excellent role model over the 
years, something 1 have never really benefited from at [the previous job]" (EM, 
13/03/04). However, it appears that the office environment is not what Walter feels 
passionate about. As recently as on May 15, 2005, Walter wrote in an e-mail: 
Everything 1 could ask for is there for me now, such as a great mentor, good pay, 
good co-workers, and challenging responsibilities. But that assumes that l'm 
content with an office environment, which l'm realizing l'm not. Had someone ten 
years ago told me 1 would be working in a cubic1e in 2005,1 would have laughed 
at them for 1 would have seen that as a waste of my talents. 1 enjoy and need 
human contact. 
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Member check. 1 do not have any corrections for the summary as everything seems 
accurate to me. 1 can update the summary by stating that my initial belief conceming my 
new supervisor has been confirmed since 1 last updated you. My supervisor is a very 
organized and efficient manager .... My supervisor's positive reinforcements of my 
performance have increased my confidence level in the work 1 do. While 1 had received 
the same comments from my previous supervisors at the [previous job], it means much 
more coming from someone who 1 respect professionally. (14/11/2004) 
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Appendix L. Summary of Data Sources. 
Participants Report Scheduled communications and e-mail ". Other data ,6 •• \. Total ,- 'b'~3t' 
form messages sources checks 
. ~ 
Questionnaires 
':ilS2 
Ir ..... Sets of Sets of Sources Excel Illn... 'n, '" 
llllt;l V It;W lecture of data pages 
In-class Electronic l field notes for 
notes les 
taken by 
research 
assistant 
Aisha4 lINS 3 11 5 1 71 
1 50 
Bills Iles 2 9 25 t 28 1 68 236
1 
Daniel lINS 2 11 3 1 35 
l 16 1 
Jonathan lINS 2 8 3 1 47 
1 31 1 
Lynne lINS 2 11 0 1 51 
1 36 
Moe Iles 2 16 6 ! 45 1 1 72 105 
RI-L Iles 2 9 4 ! 35 2 53 
76 
Sami Iles 2 15 12 ~ 19 3 2 2 57 148 
Vic ,INS 2 15 3 1 61 
1 39 
Walter lINS 2 8 1 1 28 
1 14 1 
Total 21 113 62 13 313 7 2 1~ 
r". 
IF' questionnaires include regular questionnaires, sent to all participants, and individual 
follow-up questionnaires, sent to clarify particular responses to regular questionnaires; 
2E-mail messages are mostly sent by participants on their own initiative to update the researcher on their 
Icareer advances and other events; 
130nly NGPs posted by Bill, Moe, Rebecca and Sami were converted into Excel format for the purposes of 
I~nalysis; 
~ posted 25 NGPs in 1998 and 25 in 1999; 
ISBold case indicates data supplied by those participants whose stories are presented as les; 
l~ndt;ïl:Ult;d numbers in the Interviews column indicate transcribed and partially transcribed interviews. 
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